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Abstract
The purpose of this transcendental phenomenological study was to describe the experience of
using student feedback for professors at higher-education accredited institutions in the United
States of America. The essential question of this research was what are the lived experiences of
professors when receiving feedback from students? This research found that professors use
student feedback if the feedback is found to be valid. The essence of the phenomena was found
using the guiding theory of feedback intervention created by Kluger and DeNisi. The 10
professors of this study represented a combined teaching tenure of over 200 years of experience
who expressed their lived experiences through the collection of three methods: feedback
reflection survey, individual interviews, and a letter writing prompt. The use of Moustakas’ data
analysis procedures aided in the discovery of the essence and aided this research to discover
three new perceived facets to close the gap in the literature: four summarized outcomes based on
Kluger and DeNisi’s feedback intervention theory, stages of feedback implementation, and a new
timing theory. The three new facets are called recommendations to the three implications of
practice: researchers, higher education faculty, and higher education administration to either
validate or discredit the results of this study.
Keywords: professor use of student feedback, stages of feedback implementation, new timing
theory, recommendations to implications of practice
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CHAPTER ONE: INTRODUCTION
Overview
The essential quality of feedback is often examined as a form of corrective
communication that shapes the desired performance outcomes. Furthermore, feedback leverages
understanding the tasks and goals of the individuals involved. Professor's ability to receive
feedback as an educator is a gap in the literature that needs to be discovered and stimulated by
historical, social, and theoretical studies. A qualitative transcendental phenomenological study
connects the shared experiences of professors who provide insight into the missing data. The
flow of information in chapter one examines the background, problem statement, purpose
statement, significance of the study, research questions, definitions, and summary. The primary
goal of this chapter is to discover and illustrate how feedback is viewed and expressed in
educational establishments from the perspective of students and professors.
Background
The background for the study was an examination of the historical, social, and theoretical
context of feedback and how it relates to addressing the problem and purpose statements. The
historical content examines the essence of feedback and how feedback was developed throughout
time to where it is today. The historical content is the beginning facet of discovering feedback's
meaning as literature currently presents feedback. The social context of feedback concentrates on
receiving feedback and how giving and receiving feedback leads to improved performance
measures. The improved performance measures are the direct result of professors and students
communicating their thoughts and ideas to one another by diving into the switch between
traditional role assignments of authority and subordinate dialogue. Finally, the theoretical
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context of feedback focuses on the theories associated with and closely linked to understanding
feedback and how feedback has been received in the literature.
Historical Context
The definition of feedback from the Merriam-Webster dictionary (2021) asserted that
feedback is helpful information or criticisms given to someone to say what can be done to
improve performance, product, or a task. While feedback has shifted through the years from oneway teacher transmission of information toward a student-centered understanding (Rovagnati et
al., 2021), historically, the evolution of feedback has been within human existence for many
years. Additionally, feedback can be seen throughout human history, arguably from the first
homo sapiens over 200 millennia fighting over resources. The fight showed criticism for a want
between individuals; over time, feedback progressed to social media, where one 'likes' to show
feedback on words or pictures. Throughout the ages, feedback has progressed to the point of
interpretations and understanding that focuses on feedback as a behavior characteristic (Colage
& D'Ambrosio, 2017). From the primary form of human understanding, philosophers and
theorists emerged to sharpen the understanding of feedback.
Aristotle recognized the importance of feedback by examining the role of the teacher in
constructing a variance between learning to do things well and learning to do things poorly
(MacMahon, 1943). From the works of Aristotle, the understanding of feedback and behaviors
emerged from works by Thorndike, Pavlov, Watson, and Skinner. For example, Thorndike's
(1911) book Animal Intelligence examines the effect of feedback on behavior, forming his law
of effect. Moreover, the work of Pavlov examined feedback as an administration of the
unconditioned stimulus shown when an animal is given food and does not eat it over days or
weeks. As a result, the food loses the power of motivation (Engmann, 2020).
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Furthermore, Watson examined a caregiver's response and the satisfaction of a need to
provide feedback (Strapasson, 2020). In comparison, Skinner aligned positive and negative
feedback with timing to improve the human condition (Schlinger, 2021). The discovery of
feedback and the alignment of the corresponding behavior is the primary component of this
historical content. Therefore, the theorists are classified as behaviorists who examined the
behavior outcomes associated with their theories.
The work of feedback regarding behavior denotes the understanding of both optimistic
and adverse forms; historically, seen as an emotional acceptance of receiving feedback (Quesel
et al., 2020). From the understanding of feedback acceptance, two emotional responses are
categorized into positive and negative emotional results (Cooper et al., 2018, Huang et al., 2018).
Historically, positive and negative feedback develops, maintains, and supports outcomes
between those giving and receiving the feedback (Lee, 2019; Raaijmakers et al., 2017).
Additionally, feedback significantly contributes to goal and task progress, leading to a desired
outcome proscribed by the giver and the feedback receiver (Hattie & Clarke, 2019; Hattie &
Timperley, 2007; Henderson et al., 2019c).
Much of the recent literature about feedback in academic institutions cite the work of
Hattie and Timperley (2007); they explain that feedback is a conceptualized information
platform to evaluate correctness in outcomes-focused by agents (teachers, peers, books) giving
feedback to students. The agents use the feedback to shift the student's performance to reach
outcomes of passing a course, understanding communication breakdowns, or simply right or
wrong answers (Nadeem & Nadeem, 2013). Moreover, university feedback is typically thought
of as professor-to-student or peer-to-peer experience (Gravett et al., 2020); however, this study
differs by examining when students give feedback to professors. Additionally, professors often
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receive feedback at the end of the course of instruction, leaving a knowledge gap between the
students and the professor (Gan et al., 2021). Therefore, understanding goals and task-driven
results unlock the social context of feedback, linking the student to the professor in higher
education institutions.
Social Context
Goal and task-driven results historically tell how feedback impacts the performance of an
individual or group of people that aligns traits such as motivation, trust, and communication to
the outcome desired by the organization or person of authority (Kleinknecht & Gröschner, 2016).
The social context of that interaction is the key to understanding feedback behavior and the
impact on the giver and receiver. The professors and students are impacted by the exchange of
information guided by the understanding that feedback is paramount to unlocking the desired
outcomes of those interactions (Supiano, 2017).
Therefore, student feedback to the professor is the switching of traditional roles in the
social context to stimulate benefits for the professor and student to accomplish the desired
outcome (Pentassuglia, 2018). The professors and students perceived desired outcomes are the
completion of the course and the continuation of academic success leading to graduation in the
student's field of study. Furthermore, it is essential to distinguish that feedback takes residence in
a broader framework that can affect how students engross with education (Macleod et al., 2020).
Students' overall motivation for giving and receiving feedback can be influenced by their
awareness of the broader circumstances of implementing feedback (MacKay et al., 2019).
However, regardless of the giver or receiver, the impact of how it is received, when it is
received, and the ownership level of the receiver is paramount (Hattie & Timperley, 2007;
Pastore et al., 2019). Therefore, understanding student and professor interactions and the
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implications are examined using the theoretical context.
Theoretical Context
The theoretical context of feedback examines commonplace theories from recent
literature: attribution, self-determination, and goal-setting theories. The theories leverage
feedback to match the individual's desired outcomes formed by behavior and personal desires for
successful performance. For example, the attribution theory explains why behavior happens and
the qualities of that behavior (Seele & Eberl, 2020). The attribution theory originated from the
Austrian philosopher and psychologist Fritz Heider who documented attribution as an essential
development of creating subjective explanations of the world (Seele & Eberl, 2020). Moreover,
Munyon et al. (2019) assert that attribution theory describes the cognitive methods through
which motivated individuals make unplanned assessments to understand and control their
environments. Finally, the discovery of control examines another theory focused on self-centered
awareness, the self-determination theory.
The self-determination theory (SDT) is worried with the incentive behind the selections
individuals make deprived of outside stimulus and interference–the focus is on personal
motivating behavior (Prentice et al., 2019; Van Petegem et al., 2021). SDT makes an essential
division between autonomous and controlled motivation (Schwatka et al., 2020). Autonomous
motivation echoes people's intended assignation in events they can choose freely and usually find
stimulating, substantial, or enjoyable. The most independent form of autonomous motivation is
intrinsic motivation, which echoes workers' characteristic curiosity or gratification with working
conditions (Liu, 2019). Controlled motivation reproduces motivation to involve actions grounded
on likelihoods that direct the individual's conduct. The most controlled form of motivation is
extrinsic instruction, often called extrinsic motivation, replicating the longing to complete a
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behavior because of conditional compensations or penalties (Li et al., 2020). The theories of
attribution and self-determination examine the primary focus of behaviorists, the reinforcement
of feedback to affect outcomes, aligning motivation to performance outcomes.
In addition, the goal-setting theory sets goals that perceivably enable the positive effect of
feedback on success (Locke & Latham, 2019). However, the goals set are often ignored by a
behaviorist who considers goal-setting a notion of a participant's routine of replying to a
designated item (e.g., food) (Aarts, 2019). Furthermore, goal setting theory contends that
feedback is connected to outcomes of goal making, which is the mediation hypothesis (Locke &
Latham, 2019). Therefore, the favorable feedback properties are improved by achievement when
the goals are self-based and engrossed in individual enhancement (Burns et al., 2019).
Regardless of the theory used, feedback research universally claims that giving and
receiving feedback is an essential tool (Reed, 2020; Schmidt et al., 2021). Furthermore, feedback
should be received and given regularly to achieve desired outcomes (Rouhi et al., 2020). Thus,
receiving and giving feedback is an impactful component of performance, leading to the ongoing
success of the individual.
Problem Statement
The problem is that professors in higher-education accredited institutions often receive
feedback from students in the past, not influencing nor impacting the current student's success in
that course of study; therefore, it appears that the use of receiving feedback is paramount for
development (Buurman et al., 2020; Gan et al., 2021; Hattie & Clarke, 2019; Pastore et al.,
2019). While feedback research has examined the ability to actively correct student behavior to
aid in aligning understanding with feedback and the impact of timing on the student (Black,
2018; Voet et al., 2018), a gap exists in the research focused on the professor's experience with
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the actual use of receiving feedback from students. In addition, professors in university settings
often receive feedback in course surveys conducted at the end of term or course of study
(Robinson et al., 2019), denoting receiving feedback after their instruction (Palmer et al., 2021).
Therefore, a professor should be able to review course teaching during that instruction period to
better align their students to the course material (Krammer et al., 2018). Furthermore, Hattie and
Clarke (2019) assert that anything which happens after the lesson has questionable value
compared to what happens at the moment. Moreover, very little available research has been
commenced to explore the perceived impact of why professors use student feedback to lead to
successful performance measures (Bijlsma et al., 2019).
Purpose Statement
The purpose of this transcendental phenomenological study was to describe the
experience of using student feedback for professors at higher-education accredited institutions in
the United States of America. At this stage in the research, the amount of time to receive
feedback will be generally defined as feedback timing, referring to the immediate or delayed
time to receive feedback (Creswell & Poth, 2018). The theory guiding this study was the
feedback intervention theory developed by Avraham Kluger and Angelo DeNisi in 1996, linking
receiving feedback to the emotional understanding of a positive or negative reaction to align to
using or discarding the feedback from the giver.
Significance of the Study
The study's theoretical significance is to corroborate the feedback intervention theory of
Kluger and DeNisi (1996) by discovering the lived experiences of professors receiving feedback
from students. The corroboration of the theory is to illustrate the appropriateness of feedback to
the research, as any exploratory collection of shared experiences must hold for findings to be
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identified (Brand et al., 2020; Matey et al., 2021). In addition, this research examines the
perceived impact of using student feedback from professors shared by the professors who have
authority and are provided feedback from subordinate students, questions the average dispersion
of feedback, and forms a motivational dynamic to be explored utilizing the feedback intervention
theory (Kluger & DeNisi, 1996).
The empirical implication of the research was to examine the significance of shared
experiences of professors receiving feedback from students and the implications of using that
feedback. The professors receiving feedback from students address the vital discovery of
unlocking understanding and alignment for outcomes associated with tasks and goals (Kimball et
al., 2019). Thus, a professor needs feedback to leverage what is known versus what remains
unknown for their students related to the course (Ion et al., 2019). Therefore, the study provides
the perceived success factors for both professors and students to meet or exceed institutional
parameters of course completion (Kourgiantakis et al., 2019).
The study's practical significance was how feedback could change how learners achieve
understanding based on the teaching from the educator (Black, 2018). The practicality of the
study was centered on any influence the participants have received that made any lasting impact
on teaching methods or ideologies that they either use or have used while in their roles, based on
receiving feedback. The value of the shared information from the participant's experiences
uncovered the practical significance and made a need for the study.
Research Questions
The research questions were used to bridge the knowledge gap from a transcendental
phenomenological perspective to share professors' experiences with receiving student feedback.
The central research question was an essential starting point to express the shared experience of
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professors that developed all other research questions for a more prosperous and deeper
understanding of the phenomena. The sub-questions are facilitated from the central research
question to saturate and discover the essence of the phenomena of professors’ use of receiving
student feedback. Thus, it was imperative to describe and understand the central research
question leading to sub-questions for saturation of content of shared experiences.
Central Research Question
What are the lived experiences of professors when receiving feedback from students?
Sub-Question One
What motivational outcomes, positive or negative, are discovered from the professors
receiving feedback from students?
Sub-Question Two
What discovery of outcomes based on when professors received feedback from students
did the professors have post-feedback?
Sub-Question Three
How do professors utilize student feedback?
Definitions
1. Feedback – Is the data given by a person (educator, peer, manuscript, parent, person,
understanding) concerning features of one’s performance or understanding for the
completion of an outcome (Hattie & Timperley, 2007).
2. Feedback Timing – The timing of feedback regarding immediate or delayed
communication presented to the receiver (Ahmadpour et al., 2019).
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3. Negative Feedback – The emotional response toward feedback given to correct or fix
performance measures that are not found to be innately pleasing to the individual
(Azkarai & Oliver, 2019).
4. Positive Feedback –The emotional response toward feedback given to praise or continue
performance measures that are found to be innately pleasing to the individual (Voerman
et al., 2014).
Summary
In conclusion, feedback stretches back to the beginnings of human existence and
continues to be used in future endeavors seen today (Colage & D'Ambrosio, 2017; Hattie &
Timperley, 2007). The passing of knowledge is a fundamental component of the student-teacher
relationship and fosters a need for feedback (Hattie & Clarke, 2019). From the educational
understanding, feedback is paramount to aligning students and teachers to the organization's
goals to deliver on desired performance outcomes (Brand et al., 2020), first by passing the course
and then by graduating from the institution. The historical importance is linked to the social
context by leveraging goals and tasks to the outcomes desired by all parties; thus, understanding
how professors either use or discard student feedback connects to the theory of feedback
intervention (Kluger & DeNisi, 1996). All background components are necessary for
understanding the problem and purpose of the professors using student feedback.
The problem is that professors often receive feedback from the past events of a course of
study, not influencing nor impacting the current students' success in that course. Thus, the
purpose of this transcendental phenomenological study was to describe accredited highereducation professors' shared experiences when receiving student feedback. Furthermore, the
problem and the purpose statements leverage the universal acceptance of feedback as an
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impactful source for aligning organizational goals to the individuals' desired outcomes (Gan et
al., 2021). Therefore, this research was intended for a more prosperous and profound shared
experience discovery centered on professors and how they use student feedback.
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CHAPTER TWO: LITERATURE REVIEW
Overview
The examination of the current literature examines the experiences of professors
receiving feedback from students and the impacts of the use of receiving that student feedback.
Chapter two illustrates a preview of the current literature connected with the topic of this
research. The beginning section presents the theoretical framework and focuses on the feedback
intervention theory. The theoretical framework is followed by an overview of recent literature
regarding student success measures, teachers receiving feedback, motivation, feedback timing,
and how the business sector has successfully utilized timing when receiving feedback. To end,
the chapter concludes with a summary that shows the gap in the literature based on professors
using feedback from students that advances the feedback intervention theory.
Theoretical Framework
The utilization of feedback can be seen in many educational theories; however, this
study's focus was on professors receiving student feedback and the perceivable use of that
received student feedback. The understanding of the shared experiences of the professors
receiving student feedback to leverage the use of feedback was aided using the guiding theory of
feedback intervention. The theory examines how motivation plays a pivotal role in successful
outcomes after receiving feedback regardless of emotional inference (positive or negative). The
theory provides an essential baseline for filling the knowledge gap with feedback usage for the
receiver.
Feedback Intervention Theory
Kluger and DeNisis (1996) presented the feedback intervention theory founded on five
essential components: (a) outcomes are controlled by comparing feedback towards goals or
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standards, (b) goals or standards are prepared by their rank, (c) focus is restrictive, and
consequently, the only feedback that obtains considerations can actively contribute in outcome
directives, (d) focus is typically engaged to a modest level of rank, and (e) feedback intercessions
alter the position of focus and thus affect outcomes. Kluger and DeNisis (1996) assert that the
first argument was commonly found in similar theories and that the second through the fourth
was like control theory; however, the last argument is exclusive to their feedback intervention
theory. Feedback intervention theory is based on the premise that goals or ideals are completed
by receiving feedback using perceived positive or negative emotional responses as motivation for
completion (Kluger & DeNisi, 2019). Based on the perceived positive or negative outcome
associated with receiving feedback, one sees either increased or decreased effort placed on the
outcomes associated with the feedback (Kluger & DeNisi, 1998). Therefore, the perceived
positive or negative emotional response to receiving feedback either stops the process of the task
that was taking place or increased productivity in the task. Additionally, Kluger and DeNisi
(1996) state that positive and negative feedback could produce the same outcomes based on the
individual's desire to use the feedback. Therefore, feedback transpires between two significant
components task and self.
The task process refers to the objective at hand or what needs to be done (Kluger &
DeNisi, 1996). The task component is a group effort where feedback is received. The flow of
either positive or negative responses results in an opportunity to advance toward new goals or
stop the current goal from moving on to other tasks. The individuals in the group either raise the
bar to form new standards to increase effort in the task or reduce the effort if no opportunity is
deemed to be gained (Kluger & DeNisi, 1996).
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The process of self refers to the effects of the feedback regarding the personal changes
individuals make to garner lasting outcomes. The individual's change is based on receiving the
feedback and the emotional context of assimilating the feedback positively or negatively. Just as
with the task process, if the positive or negative feedback is used, new standards are made, and
improvements to outcomes transpire; or, the feedback is used to stop all outcomes, and the
individual moves on to new personal goals. The differentiation between self and task process is
that the self is only for the individual to make improved efforts based on feedback–introspection
(Kluger & Lehmann, 2018; Kluger & DeNisi, 1998). The processes of task and self examine one
essential component of the theory–motivation.
The motivation found in feedback intervention theory is the critical component seen
throughout to either stimulate effort or decrease it based on the individual, regardless of the
process (DeNisi & Kluger, 2000). Henceforth, professors who receive feedback from students
are either motivated to do something with the acquired knowledge or not. Furthermore, the
relationship between positive and negative feedback has no bearing on the outcome for the
receiver, as both emotional responses can stimulate the individual to make new standards or
simply not use the feedback given (Kluger & DeNisi, 1998; Kluger & DeNisi, 1996). Therefore,
understanding that feedback intervention theory does not focus on a positive or negative; instead,
the outcomes of receiving the feedback are paramount (Kluger & DeNisi, 1996, Levy et al.,
2020). Thus, based on the theory presented, the related literature review describes and aligns the
use of the feedback intervention theory concerning the literature presently found on feedback.
Related Literature
Feedback is one of the most powerful tools that affect performance measures (Carless &
Boud, 2018; Ryan & Henderson, 2018). Feedback is a necessary part of an educator's role as a
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leader and developer of students, creating a need to have a skill set driven by the desire to
improve the student's performance measures for the classes being taught (Skovholt, 2018).
Feedback is also considered an essential element of education recognized as navigating different
student levels of accomplishment and abilities (Macleod et al., 2020). Therefore, teachers must
leverage the ability to reach as many students as possible while maintaining the accountability of
the material being covered; thus, receiving feedback will bridge the knowledge gap between
student and teacher (Lowe & Shaw, 2019). The literature predominantly examines feedback from
the teachers' perspective giving feedback to students or student-to-student feedback measures
known as peer feedback (Ion et al., 2019).
Understanding feedback as an impactful and meaningful tool used in education is
universally accepted as a standard performance process (Gravett et al., 2020, Skipper & Douglas,
2019, Zhang & Zheng, 2018). Therefore, feedback is seen as a positive or negative force used to
either motivate the individual's effort or hamper the need to continue the task at hand (Fong et
al., 2019, Fonteyne et al., 2018; Kluger & DeNisi, 1996). In addition, understanding feedback in
the educational realm is often grouped into five categories: student success from feedback,
teachers receiving feedback, authority and subordinate feedback, motivation from feedback, and
feedback timing. Therefore, feedback use is predominantly seen in those five areas and will be
addressed for clarity.
Student Success from Feedback
Student success is often related to an attainable measure such as a four-year degree or a
high score on a standardized test; less recurrent chances of reflecting on how these conclusions
are shown (Abrica, 2018). Furthermore, Goldhaber and Özek (2019) state that using standardized
tests became the mandate to display academic excellence. However, an argument is that test
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scores are a transitional degree of what educators genuinely care about: the degree to which
pupils acquire information in institutions that improve their future lifetime prospects (Claro &
Loeb, 2017). Therefore, when thinking of student success measures, education focuses on
students taking instruction and using that direction in the future. Nevertheless, students need
direction to achieve goals and complete tasks, aligning their successes with feedback (Hamilton,
2018). One of the most common forms of correction comes from different sources of feedback
and aligns feedback to student success.
Feedback Sources
Classically, when one thinks of delivering feedback, the teacher-to-student encounter
comes to mind; however, this is not the norm as peer feedback has become more plentiful (Li et
al., 2020). Niu et al. (2021) assert that studies found that teacher feedback tended to focus on
surface-level mistakes and peer feedback more on the meaning of those mistakes. Accordingly, it
is not astonishing that feedback sources gain more literature discussions on the effectiveness of
their success measures (Evans & Ferris, 2019; Lechermeier & Fassnacht, 2018). Thus, using
some source of feedback for the individual needs to happen, but the feedback changes based on
the individual's motivation factors, either stimulating positive or negative emotional responses
(Kluger & DeNisi, 1996). Therefore, an examination of teacher feedback and peer feedback is
discussed.
Teacher Feedback. Teacher feedback can be defined as a multifaceted design amongst
educators and pupils that is powerfully connected to schoolroom student success (Eriksson et al.,
2020). Teachers play a pivotal role in how students proceed throughout their educational careers
by providing feedback that helps accelerate learning and set expectations that further students'
performance (Hattie & Timperley, 2007; Henderson et al., 2019a; Henderson et al., 2019b). In
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addition, teacher feedback advances critical thinking aptitude and encourages self-reflection
(Kormos & Julio, 2020).
Providing feedback is complex; teachers must push students' barriers to performance
measures and cascade information creatively while making it personal to each student's needs
(Adalberon, 2020; Mattick & Gallen, 2020). The relationship between the method, timing, and
usefulness of feedback is multifaceted and flexible based on the teacher's relationship with the
student, ultimately ending in the student's ability to take direction, both positively and
negatively, and adjust learning to achieve new performance levels (Hall et al., 2019). Henceforth,
the teacher is paving the way for their expectations for the student to succeed.
Teacher Expectations. The teacher's expectations are placed before the student's beliefs
about the future performance or behaviors that the student aspires to (Timmermans et al., 2019).
Furthermore, if the teacher sets low expectations, it can hamper students' abilities in the future
(Gentrup et al., 2020). However, taking a proactive tactic to distribute feedback is one-way
teachers can aim to guard low-performing students from disaster, yet being extremely attentive to
individual students is costly in the form of time, energy, and influence (Baranczyk & Best,
2020). Often one can see that burnout stemming from overuse of feedback leads to less
successful students (Timmermans & Rubies-Davies, 2018). Furthermore, when a student hears
the same thing repeatedly, the ability to tune out the message happens, and the student does not
see the value in the message anymore (Szumski & Karwowski, 2019). Therefore, a teacher
instructs and applies their teachings to learners to perform in the classroom to the best of their
ability.
Instruction and Application for Performance. Instruction and application examine the
students' success in their ability to take instruction and learn to apply that knowledge, creating
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successful student measures (Power et al., 2020). Students can perform well in school but often
need guidance (Henderson et al., 2019c). Feedback guides and motivates those students (van der
Zanden et al., 2019). The educator's part in the modern classroom is that of a leader who sets the
stage, sets expectations, and remains a quiet witness who detects and delivers feedback for
students' ability attainment (Nadeem & Nadeem, 2013).
Conversely, many teachers may find it difficult to individualize instruction effectively
because many have not received adequate instruction feedback (McMaster et al., 2020).
Additionally, Ing (2018) asserts that instruction is sensitive to how students use teaching to
achieve performance measures; therefore, teachers must be wary of how instruction is given, or
the application for performance may negatively occur. Therefore, another option for student
success measures comes from peer feedback.
Peer Feedback. Peer feedback is giving and receiving feedback from those of equal
authority (Zong et al., 2021). Additionally, Evans and Ferris (2019) suggest that while students
are mutual givers and receivers of peer feedback, it is helpful to witness that the worth of peer
review may not be restricted only to receiving the feedback but also the intelligent workout of
giving feedback to others. Furthermore, Alqassab et al. (2019) assert that peer feedback accuracy
is also significant for the giver as it stimulates thoughts of being correct and innovation toward
their work. Conversely, educational institutions may not constantly clarify the conditions and
adequate time for pupils, and the possibility of peer feedback and pupil achievement from it may
not be entirely accomplished (Latifi et al., 2021). Additionally, Anker-Hansen and Andrée
(2019) assert that the possibility for peer feedback goes farther than just student reconsiderations
but also concerning how feedback creates collaboration between students for better quality
performance in the subject matter.
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Feedback is an essential facet of the learning experience generating substantial influence
on success and is essential in supporting students to develop into self-governing learners (Ryan
& Henderson, 2018). Feedback is a process for students to make sense of their performance and
enhance their work quality (Henderson et al., 2019a). Students want feedback; the form of
feedback takes up to the instructor to deliver to that student (Steen-Utheim & Hopfenbeck,
2019). Additionally, Zhang and Hyland's (2018) research suggested that motivation was essential
for students to use feedback and its impact on their performance. For example, students with
little self-esteem are inclined to pursue feedback consistent with their opinion of identity and
concentrate on adverse feedback not encouraging feedback (Shin et al., 2018). Conversely, if a
student with higher levels of self-esteem receives negative feedback, it is categorized and
processed like positive feedback–ending with improved results (Dai et al., 2020).
Four Approaches Towards Feedback
In an educational view, the cognitive perspective examines how students use their
memory skills to recall and utilize instruction given by the teacher to complete a task (Nash et
al., 2019). For example, if a student cannot recall what was corrected with the feedback, repeat
correction will be seen (Duhlicher, 2019). Understanding how a teacher can get the student to
recall the information can be seen in four types of approaches to feedback: elaborated,
verification, directive, and scaffolding (Guo & Wei, 2019).
Elaborated Feedback. The elaborated feedback approach in literature research is noted
as a type of feedback for performance application, pursuing performance through positive means
(Lee et al., 2019). Developed by Charles Reigeluth and associates in the late 1970s, elaborated
feedback depicted profoundly the cognitive research happening in the education world at the
time of publishing (Wilson & Cole, 1992). When elaborated feedback is given to learners about
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the gap in their performance and the achievement level wanted, this feedback might influence the
students' self-assessments and evaluate how desirable the proposal involved in the feedback is
(Wang et al., 2019).
However, opposition to elaborated feedback reports that the message becomes too long
and that the energy needed to present this message is continually taxing the instructor to deliver
(Finn et al., 2018). Additionally, elaborated feedback is often considered tiresome, involving
suggestions that may improve performance (Sixte et al., 2020). The ability to constantly deliver
on this type of approach is tough to maintain, and often educators move on to a different method
based on convenience and time. However, the implications from the literature propose that
elaborated feedback delivers a more advantageous effect on learning, particularly when students
are anticipated to use higher-order learning procedures (e.g., triggering pertinent previous
knowledge or creating interpretations) outside modest cued-remembering (Candel et al., 2021;
Wang et al., 2019). Therefore, investigating a quicker approach is to examine verification
feedback.
Verification Feedback. The verification feedback approach is an oppositional decision
of a student's answer by confirming it as right or not, such as scores, grades, or rankings (Guo et
al., 2019). Verification feedback is focused on the validity of the answer given by the student.
The student understands the feedback based on the action steps presented by the instructor. The
action is verified, often seeing praise or higher grades, whereas a wrong decision is corrected,
and lower grades are a typical result. The critical component is the validation, where the student
is validated either positively or negatively based on the assessment of that student differing from
directive feedback (Guo, 2020).
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Directive Feedback. The directive feedback approach is teacher-focused and teacheroriginated, with transparent information given to students about the task at hand (Sortkær, 2019).
Thus, the feedback is to the point and is given directly to a student's problem or solution. The
answer is typically seen in questions or concerns the student gives to warrant a teacher's remark
for correction or reassurance. Directive feedback examines the correction as an instantaneous
outcome, with answers being short and focused on corrective action in the present (Boggs,
2019). An example would be simple, yes, or no answers to questions raised by the student where
the teacher affirms or aligns instruction to the question–no layering of information are presented
to the student (Guo & Wei, 2019).
Scaffolding Feedback. The scaffolding feedback approach is the teacher's method of
helping the student shorten the gap between existing skills and envisioned goals using tools or
techniques (Frank et al., 2018). The creation of scaffolding theory goes to Vygosky's (1978)
theories on the sociocultural, where the zone of proximal development can see a person going
beyond a mental age to achieve greater levels of development. An example is a person of eight
who could do math problems at the mental age of 12. Thus, the zone of proximal development is
seen. The scaffolding method use cues, hints, or models to help the student along the path of
answering the problem for themselves (Sun & Hsu, 2019). Ultimately, the student becomes a
self-regulated learner, no longer needing the teacher's guidance but only their intuition to solve
the problems before them (Shooshtari et al., 2018). In addition, scaffolding has been recognized
as controlling student frustration and keeping an individual motivated to conclude a task (Clark
& Mahboobin, 2018).
All three methods examine the student and offer feedback to correction and instruction to
meet the task at hand (Guo & Wei, 2019). Both positive and negative feedback delivery is
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present in all examples and fuels the need for performance measures dictated by the measure of
the course content. The measure of the feedback given by the teacher to the student shows the
involvement of feedback intervention theory. Furthermore, the feedback promotes an emotional
response to be either positive or negative and is used to motivate the students; as a result, the
students decide to continue the actions or stop them (Kluger & DeNisi, 1996). All approaches
and theories aid the student in improving performance measures centered on correcting and
applying material associated with the course (Kluger & Lehmann, 2018; Sortkær, 2019).
However, the use of feedback that the student receives must be examined for clarity and
understanding of the phenomena. Therefore, teachers receiving feedback are also needed to
understand the perceived impact of feedback.
Teachers Receiving Feedback
Teachers receiving feedback is currently executed in virtually all education institutes, and
academic teachers globally obtain feedback grounded on pupils' evaluations (Hammer et al.,
2018). This common occurrence is often seen at the end of the term (Gehlbach et al., 2018) when
a student is given a preset list of questions to rate the teacher from the previous course. Although
the research is divided on the impact of teachers receiving those surveys provided (Al-Hattami,
2019), the results either suggest that nothing motivated the teacher or the teacher found it helpful
and did something with the feedback (Gehlbach et al., 2018).
Furthermore, it is found that the essential properties of teachers receiving feedback from
surveys are seen in three areas: motivation, effort, and effect (Kleij & Adie, 2020). Actions that
question students deliberately and directly about the essential components of instruction deliver
different occasions for teachers to expand the excellence of their teaching (Zierer & Wisneiwski,
2019). However, the actual use of the student's feedback is solely at the individual's discretion.
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Additionally, research was connected by Buurman et al. (2020), showing an improved rating of
teachers receiving feedback from students if the teacher's self-assessment was more encouraging
than the students' adverse reporting–teachers tried to align both scores. Therefore, teacher
acceptance of feedback is a crucial indicator of the motivation to use the feedback.
Acceptance of Feedback by Teachers
Quintelier et al. (2020b) assert that feedback acceptance and use are often seen as having
a direct reflection based on the precision of the feedback acknowledged. Thus, if the teacher
feels that the feedback is incorrect or does not apply to them, no change will transpire, leading to
the stoppage of acceptance (Quintelier, 2020a). Furthermore, with the conversion toward online
messaging, pupils could implement the everyday linguistics instituted in social media exchanges;
additionally, students feel less inhibited when communicating online, leading to insulting and
improper comments and less acceptance by teachers (Gakhal & Wilson, 2019). Lee (2019) states
that just as with students, teachers' emotions of either positive or negative reactions can affect the
student's subsequent learning. However, research shows that when the feedback is thought of as
correct, it is an encouraging force to be harnessed and used to impact performance (Lim et al.,
2021).
Furthermore, teachers receiving feedback use it to be encouraged or discouraged based
on the occurrence's results (Zierer & Wisniewski, 2019) (See Figure 1). Based on the teacher's
acceptance of feedback, they can use that information to affect student performance to align
learning and success (Quintelier et al., 2018). However, Zierer and Wisniewski (2019) assert that
teachers are not ready for student feedback as teacher training works to have teachers be lone
wolves and circumvent blunders during students' instruction. The ability to absorb feedback that
comes to the teacher has been seen to overstimulate the subject leading to feedback overload.
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Figure 1
Didactic Hexagon of Lesson’s Core Components

(Zierer and Wisniewski, 2019b)
Feedback Overload
Feedback overload in research is beginning to suggest that teachers receive far too much
feedback to be beneficial to them (Drago-Severson & Blum-Destefano, 2018). Additionally,
Chen-Levi (2020) asserts that learning institutions overload teachers with the sheer volume of
information given to the faculty. Therefore, teachers are constantly experiencing an
overabundance of information assaulting their minds by the administration, parents, government
regulations, and students; thus, teachers tune out all the feedback levels to focus on the task at
hand (Wu et al., 2020)–educating students. Therefore, no change is made, and the teaching style
remains the same semester after semester regardless of need, aligning with the feedback
intervention theory where the lack of motivation leads not to set new standards (Kluger &
DeNisi, 1996). Therefore, the examination of authority in receiving and giving feedback needs to
be addressed.
Motivation from Feedback
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Feedback motivation research is well studied and primarily examines the relationship
between positive and negative expressive outcomes based on the feedback presented (Gan et al.,
2018; Gnepp et al., 2020). Furthermore, motivation from feedback is an emotional response to
the stimulus an individual chooses to use or disregard (Aricola et al., 2020). Additionally, Sini et
al. (2018) assert that motivation denotes a drive or disposition to get what an individual desires
and requests; accordingly, examining motivation infers working beyond the modest account of
how an individual attains a goal to comprehend why they continue or not. Learning motivation is
the main psychological ideas in instruction; it could be theorized as a student's vigor and
yearning to participate in education and play a hefty share in the student's interest in school and
learning (Zarei et al., 2020). Yu et al. (2020) assert that student motivation affects their devotion
to feedback and further development–if not motivated, feedback becomes a non-used tool.
Additionally, Sarcona et al. (2020) assert that actual feedback increases pupil engagement and
advances learning and that the quantity and excellence of the feedback are directly comparable to
pupils' motivation. Thus, people can be either extrinsically or intrinsically motivated to perform a
task or goal; therefore, understanding the two types of motivation commonly seen in the
literature is critical.
Extrinsic Motivation
Ndifon and Cornelius-Ukpepi (2018) define extrinsic motivation as those external
rewards that invigorate a person or an educator to act or teach successfully. Thus, the motivation
comes from an outside source, such as a teacher trying to externally motivate a student to
perform a particular action to achieve the desired outcome. Therefore, extrinsic motivation
imitates the supposed value of a mission or task with the reward worth and the probable prospect
of attaining the reward (Sibley et al., 2019). Conversely, the relationship between extrinsic
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motivation and student success is debatable, and there is no accord between the influence of
extrinsic motivation and performance (Zaccone & Pedrini, 2019). Additionally, extrinsic
motivation rewards someone for doing the desired outcome, leading to a positive relationship at
first but lessons as the rewards become expected (Shin et al., 2018). Therefore, extrinsic
motivation bridges influence from an outside source to spark the commitment to a third party, as
with a teacher using the method for a student to achieve a higher grade. The other motivational
method is intrinsic or personal motivation.
Intrinsic Motivation
Intrinsic motivation comes from the individual and entails unprompted curiosity and
command (Zhang et al., 2021). Additionally, intrinsic motivation often leads to a deeper positive
relationship with the desired outcomes–yet is slower to evolve (Alvero et al., 2018).
Furthermore, Daniel and Cooc (2018) state that students who report high levels of intrinsic
motivation perform better on academic tasks than students who report lower levels of intrinsic
motivation. Moreover, Liu et al. (2019) state that teachers are also impacted by intrinsic
motivation, leveraging personal goals and desires to fuel their efforts to progress in academic
endeavors and sustain a better teaching environment. Thus, regardless of extrinsic or intrinsic
motivation, clarity must be present to truly motivate individuals for performance success (Xin et
al., 2020).
Feedback Clarity the Loss of Motivation
As with any educational endeavor, it is imperative to understand students' perspectives,
particularly the challenges that may inhibit them from accessing, understanding, and using
feedback (Henderson et al., 2019b). When a person is motivated to do something, often positive
outcomes transpire (Turki et al., 2018). However, if the feedback is misinformed or
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misunderstood, the feedback's intention is lost to that individual (Carless & Boud, 2018). The
overall theme seems inconsistent between actual understanding practices, educator perspectives,
and student perspectives (Dawson et al., 2019). When misunderstandings occur, dissatisfaction
with feedback and performance is found.
Furthermore, Deeley et al. (2019) report that in the National Student Survey (NSS),
students reported widespread dissatisfaction with feedback and assessment practices in colleges
and universities. Thus, the ability to bring clarity to the feedback is paramount to aligning
motivation and performance (Buil et al., 2018). Furthermore, Kasch et al. (2021) state that
feedback can be an essential component for development, providing that the dialogue between
the giver and receiver has clarity, is productive and is put into use. Additionally, Chalmers et al.
(2018) assert that when presented with extensive feedback, the evidence is that the feedback is
often not understood or communicated helpfully to the student. The clarity of giving feedback is
also how one can perceive time as playing a factor.
Authoritative and Subordinate Feedback Understanding
The usefulness of receiving and giving feedback can vary contingently on the social
undercurrents of the individuals involved (Chae et al., 2020). Furthermore, Klapper and Reitzig
(2018) assert that the role of authority allows subordinates to show respectful behavior within a
definite dominion of action to deliver the desired outcome. The subordinate role is one where
authority is granted to a person in charge to instruct or manage the desired outcomes of those
subordinates (Pérez-Izaguirre, 2019). The setting of university courses where the teacher is the
authority and the student is the subordinate creates a group dynamic (Tajfel & Turner, 1979)
where feedback is often attributed to having a student receive it from a teacher as the teacher is
the expert in the subject matter (Phillips & Park-Rodgers, 2020).

42

Teacher Authority
Success for a teacher depends heavily on the student's cooperation; yet, this cooperation
is far from self-evident, typified by the teacher-pupil relationship as a form of institutionalized
authority and subordination (Bulterman-Bos, 2018). Furthermore, the literature on classroom
management suggests that beginner teachers and more tenured instructors face a problematic
mission in generating an atmosphere that nurtures education (Hargreaves et al., 2018).
Additionally, Trondman (2018) asserts that authority for a teacher is the ability to get others to
want to do something of their own accord, no longer an automatic process just because one is a
teacher.
Therefore, a teacher's role in presenting feedback to a student is impaired by the lack of
authority to administer the necessary outcomes to affect and shape the student's learning.
Additionally, authority to administer discipline is endorsed by persons' attitudes to judge
suitability and the imposition of consequences when rules are sullied (Yoon & Rönnlund, 2021).
Furthermore, in the educational setting, discipline denotes the students' submission to school
guidelines and, more generally, submission to the regulations and standards of the educational
culture (Beeri & Horowitz, 2020). Thus, the submission to the educational setting echoes the
purpose of the school's teacher-student relationship: to create and uphold a vibrant learning
atmosphere and to socialize students to be good citizens within that environment (Collins et al.,
2017).
Inequality in authority relationships in the schoolroom has been viewed as the principal
difficulty in preventing scholars from appreciating feedback's purpose (Jones et al., 2020). In
addition, college scholars seem reluctant to exchange feedback details with their teachers due to
their perceived power imbalance (Zhan, 2019). Overall, the authority structure of the educational
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system is based on the students' will to be subordinate to the teachers' authority (Shaw et al.,
2018); therefore, a closer examination of the impact of student subordination is required.
Subordinate Role of Students
The idea of students playing the subordinate role in the teacher-student relationship leans
on the understanding that the teachers typically direct the learning process according to their own
will and fail to take students' needs into serious consideration (Yusofi et al., 2018)–the
hierarchical nature of the educational system. Additionally, the understanding of the student's
role to be subordinate to teachers is implied by respect as an essential element of the relationship
(Audley, 2019). However, preceding study in the educational arena has fixated on respect as
prearranged actions and unconscious regard towards teachers' authority (Alhasnawi, 2021; Liang
et al., 2020); therefore, teachers' dependence on prearranged social conventions that reflect
regard, such as heeding or submitting, may not align to the student's use of respect (Audley &
Jovic, 2020). Therefore, if students feel respected, the likelihood of giving respect to a teacher
increases, allowing for an open dialogue between the two parties (Vanstone & Grierson, 2019)
and allowing the role of being subordinate to manifest. Accordingly, understanding how two
industry sectors outside the educational realm successfully utilize feedback measures is
illuminating.
Corporate America
Corporate America has a long-standing relationship between receiving feedback on
performance and the role of supervisors to align the organization's goals to the understanding of
the frontline personnel (Denning, 2018; Mao & Weathers, 2019). Thus, feedback is essential to
the company's continued success and the individual associated with the organization
(Krishnasree & Papori, 2021). One of the most potent beneficial forms of feedback transpires
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when communication happens between subordinates and supervisors (Bulworth et al., 2019;
Neill & Bowen, 2021), where both parties feel empowered to share data to improve performance
measures. Additionally, Bruce (2020) asserts that to be empowered, the employees must be given
information about the goals seeking to be attained, or another measurable indicator, to inform the
decision-making. The feeling of empowerment from information speaks directly to the feedback
between the supervisor and the team member (Li et al., 2018; Liu & Long, 2021), which can be
seen in two corporate sectors: hospitality and medical.
Hospitality Sector
The hospitality sector has long been attuned to the impact of performance measures and
feedback to achieve organizational goals (Schuckert et al., 2019). The hospitality sector is a
labor-intensive industry that relies on employee performance to meet and hopefully exceeds
organizational expectations. The exchange between the norms of roles is highlighted in past
yearly performance reviews and interactions with the exchange of ideas and criticisms daily to
weekly, spurring communication in the form of ongoing feedback to align, strengthen, and
preserve success measures (Kim & Qu, 2020). The hospitality sector leverages its greatest
strength in human capital by cultivating and stimulating the frontline employees' voices to be
heard and help change the organization from the bottom-up (González-González et al., 2021;
Jolly & Lee, 2021). The successful implementation of allowing feedback to follow from an
authoritative perspective and switching the focus to bottom-up leadership (Luu, 2020) focuses on
two major fundamental styles: servant leadership and authentic leadership.
Servant Leadership. Servant Leadership demands the organization's leadership to start
with an approach of putting the needs of the team first, created by the work of Robert K.
Greenleaf (Tran & Spears, 2020). This approach to leadership needs those in administrative
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positions to include their team members in decision creation, inspire cooperation and
community, exhibit moral and considerate conduct, and boost personnel's individual
development (Elche et al., 2020). The idea of being a "servant leader" seems to be an oxymoron
and is commonly thought of as unattainable. However, the bible highlights the work of Jesus
Christ, who set an exceptional illustration of being equally a servant and a leader for all people
(Luke 22:26; Mark 10:43; Matt. 23:11). Additionally, Jesus once assembled the disciples and
instructed them, "… Instead, whoever wants to become great among you must be your servant,
and whoever wants to be first must be your slave..." (Matt. 20:26-27).
Moreover, in the commercial sector, businesses on Fortune's (2021) list, such as Marriott,
Kimpton Hotels & Restaurants, Cheesecake Factory, and others, use servant leadership
ideologies in their corporate processes. The servant leadership example predominantly embraces
the guidance in the hospitality industry fixated nonstop on generating service superiority and
giving hospitality; additionally, numerous prominent hospitality organizations such as Chick-FilA, Olive Garden, Seasons 52, KFC, and Pizza Hut join this movement and exercise this
leadership style (Chon & Zoltan, 2019).
Additionally, Eva et al. (2019) defined servant leadership as (1) an approach focused on
the employee, (2) one-on-one ranking of supporters' desires and welfare, and (3) leadership shift
from an internal need to focusing on concern for others within the organization (See Figure 2).
Furthermore, Gui et al. (2021) meta-analysis study asserted that servant leadership in the
hospitality sector supported two findings: (a) servant leadership has a high level of validity for
explaining follower perceptions of service context, attitudinal and social outcomes, and (b)
relationships between leaders and followers is a favorable one. Furthermore, servant leadership
demonstrates aptitude transversely in multiple industries. It is also recommended as a worldwide
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leadership style for equipping organizations to face unique challenges attributed to diverse crosscultural societies (Qiu & Dooley, 2019).
Figure 2
Servant Leadership Hierarchy Flow

Team Members

Supervisor

CEO
Authentic Leadership. Authentic leadership is defined by Hollis (2018) as a leadership
style that accentuates developing the leader's validity through authentic associations with
followers, which embrace the follower's involvement and are erected on a moral underpinning.
Furthermore, Wang and Xie (2020) asserted that authority figures in the hospitality industry
ought to progress their exchanges with their team members by presenting more authenticity, such
as looking for feedback exchange, saying what they want from others, confessing blunders, and
creating decisions based on the mutual alignment of interactions with team members.
Additionally, Mrak and Kvasic (2021) found that authentic leadership delivers on two accounts,
(a) efficient leaders creating satisfied and productive employees and (b) results from efficient
leadership and satisfied productive employees yield improved organizational performance.
Moreover, Duarte et al. (2021) asserted that leaders further require the ability to be exposed to
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critical feedback and deliberate all pertinent data prior to making verdicts, as well as being
exposed about their philosophies, spirits, and feelings and being directed by ethical standards and
canons even when feeling distressed.
Therefore, the hospitality industry's team members are accountable for the critical
individual interaction with patrons and play a crucial part in both service excellence distribution
and the procedures intricate in service retrieval (Bani-Melhem et al., 2020). Furthermore, these
team members are accountable for patron fulfillment and faithfulness since their level of firsthand communication is vital to safeguarding both aspects. Consequently, the ability to execute
outside their prescribed role is paramount, as their positive influence on patrons can lead to
patron fulfillment and, afterward, improved organizational performance (Pasamehmetoglu et al.,
2017). Furthermore, team members are also measured as the organizational-essential foundation
that joins the administration with patron desires, complications, and grievances (Bani-Melhem,
2020). Henceforth, if patron feedback is not successfully transferred, the administration will
persist, ignorant of extremely treasured data (Hwang et al., 2021). Therefore, the interaction
between team members and management adheres to the standard of open dialogue between the
two parties by providing feedback to each other to optimize the goals of the individual and the
organization, producing improved performance measures (Fu et al., 2020; Guchait et al., 2020).
Medical Sector
The essential use of feedback is critical for medical students' development and growth
(Alasmari, 2021). The iterative progression where a student attempts a duty and obtains critical
scrutiny about their performance from an administrator is established and well recognized in
medical education (Bakke et al., 2020). The feedback circle demands that the student is observed
to get and render feedback and perform the action again for continuous feedback (Ramani et al.,
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2017). The current ideology of effective feedback has moved from the classical administratorbrought feedback model to a conversational discourse between feedback giver and receiver
(Bing-You et al., 2017). Thus, the medical sector examines a style of relationship dialogue
building between students and their teachers known as longitudinal.
Therefore, a longitudinal relationship analyzes feedback within the student's evolving
learning trail and nurtures an instructive coalition (Martín‐María et al., 2021). Building those
relationships permits the student to feel reinforced by the administrator through ongoing
collaboration and dialogue (Bing-You et al., 2018). Students in longitudinal culture atmospheres
with occasions to advance associations with supervising physicians are more likely to appreciate
feedback as helpful and constructive (Bernhardt et al., 2019). Students make sense of data
through their relations with others and conceptualize understanding (Kruse et al., 2019; Orfan,
2020). Longitudinal relationships uptake students' feedback knowledge, which generally
incorporates their feedback acceptance: the aptitude to obtain, comprehend, and act on feedback
(Bing-You et al., 2017; Carless & Boud, 2018). A feedback-knowledgeable student has the skills
to understand and use feedback and the mental fortitude coupled with the motivation to adopt the
situation (Carless & Boud, 2018). A longitudinal relationship can enable confidence among the
feedback giver and receiver, with both focused on actualizing the shared goal of the student
emerging as a professional (Abruzzo et al., 2019). Longitudinal teaching associations
demonstrate an edifice in which students and teachers form a communal understanding of
performance and norms, generate education purposes and action plans, labor together to attain
educational goals, and generate occasions to use feedback in practice (Bing-You et al., 2018).
Consequently, teachers increase the aptitude to evaluate student growth longitudinally and
produce a profound understanding of how their students learn to deliver more impactful feedback
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(Schut et al., 2018). Nevertheless, understanding how time impacts the learning curve must align
how receivers and givers assimilate feedback measures.
Feedback Timing
Feedback timing is the timing of feedback regarding immediate or delayed
communication presented to the receiver (Ahmadpour et al., 2019). The feedback timing can be
seen by the delivery method chosen by the giver and if that feedback is immediately given or if
there is a delay. While timeliness is intuitively appealing and generally preferred by those who
receive it (Eckstein et al., 2020), the literature is divided on the best way to deliver feedback to a
receiver (Ahmadpour et al., 2019). Therefore, an examination of the standard methods from
literature: face-to-face, computer media, and writing, along with immediate or delayed feedback,
is presented.
Delivery Methods
Feedback can differ broadly concerning the situations under which it may be distributed,
who is distributing it, how it is being distributed, and when it is distributed (Chae et al., 2020).
Furthermore, Thurlings et al. (2013) assert that timing is essential in stimulating students'
performance regardless of the instructor's delivery method. The research supports three delivery
methods: face-to-face, computer media, and written feedback. The timing of the delivery of
feedback speaks to all parties' motivation and the way that message is given and received. The
outcome that the giver wants to influence perceivably is performance, yet, it remains based on
the receiver's willingness to use it.
Face-to-Face Delivery Method. Face-to-face (FTF) allows personal interaction with the
giver and receiver to correct and improve outcomes based on task or self-performance (Liu et al.,
2018). Face-to-face interchange is characteristically assumed to be the standard for delivery
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methods of feedback (Ryan et al., 2019). Additionally, Kim et al. (2020) assert that FTF
feedback allows the learner to interact, negotiate for meaning, and respond to feedback promptly
to align student success measures. Moreover, a meta-analysis found that face-to-face feedback
might produce a moderate to considerable enhancement in work task performance (Johnson et
al., 2020).
Furthermore, FTF feedback shows instructor immediacy to students increasing student
confidence and allowing for social presence between both parties (Li et al., 2020). Conversely,
Roigueez-Hidalgo et al. (2020) assert that FTF immediacy provides spontaneous favors of
intuitive, primal reactions, in contrast with the potentially more helpful, thoughtful, or wellconsider response to the receiver; henceforth, the FTF interaction brings with it a timing element
of being instantaneous and sometimes have negative emotional context for both receiver and
giver. Finally, a look at the new delivery method of computer media has had a fast progression
into the realm of academia.
Computer-Media Delivery Methods. Computer-media delivery methods can use
computer-assisted applications to deliver feedback to the receiver and giver without the
constraints of being in close geographic locations (Nochumson, 2020). Therefore, the timing of
the delivery method is found to be a mutual occurrence between all parties that is more
structured to the content being received (Law & Stock, 2019). Furthermore, Du and Zhao (2021)
state that with the unceasing expansion of current hypermedia knowledge, the use of computer
technology in the education of numerous topics consumes an inclination of the times, and it plays
a matchless part in encouraging pupils' independent education and inspiring the formation of
schoolroom circumstances. Moreover, using computer-based multimedia, online education
situations could support pupils in engaging with more affluent exchanges and having better
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education experiences (Wang et al., 2020). Computer-media feedback consists of media like
video, e-mail, and talk networks (Tuhkala & Kärkkäinen, 2018), and Twitter (Tang & Hew,
2017) have helped boost peer-to-peer or student-to-teacher communication (Shimaya et al.,
2020).
Additionally, Stanojevic et al. (2018) assert that computer media relieves the giver by
giving multiple options to deliver instruction or feedback. The example comes from the online
setting where a teacher can use all computer media to help aid the student within the course of
study while also targeting the entire student body attending that course. Conversely, Wahyuudin
and Putro (2018) assert that computer media has an opportunity to assume that all pupils and
educators have an undeviating aptitude, but this is not the circumstance. Moreover, the last
delivery method examines the written feedback delivery.
Written Feedback Delivery. Written feedback is a teaching practice that provides
written feedback to support the growth of knowledge through the subject matter (Kastberg et al.,
2020). Furthermore, Schillings et al. (2020) assert that written feedback is essential but does not
constantly improve the receiver. Additionally, Chong (2018) asserts that written feedback carries
a negative connotation from students and teachers. The time needed to present the feedback is
often considered long and taxing to deliver (Mao & Lee, 2020). However, written feedback
delivery remains a cornerstone of the educational community and is broken down into two types
of correction: direct and indirect (Isnawati et al., 2019).
These two types are primarily classified concerning the number of pupils' and educators'
participation in modification development (Karim & Nassaji, 2018). Direct writing feedback
comes in different methods, including marking out unnecessary words or phrases, the inset of
missing words or phrases, and the correct arrangement or structure (Nicolas-Conesa et al., 2019).
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In indirect written feedback, mistakes are only exposed by underlining or circling the improper
arrangement designated in the margin; the mistake is detailed using mistake encryption (Linh,
2018). Regardless of using direct or indirect written feedback, the amount of time needed to
make an impact depends on the giver to make corrections and then present that feedback to the
receiver (Puttick & Wynn, 2021); who in turn must be motivated to do something with the
feedback or to simply stop and quit (Kluger & DeNisi, 1996). Therefore, understanding the
timing differences of immediate versus delayed feedback is detailed.
Immediate Versus Delayed Feedback
Understanding how time affects feedback can be seen in two forms of thought:
immediate feedback and delayed feedback (van Blankenstein et al., 2019). As the names imply,
immediate feedback happens in the moments directly after a task has been performed (Williams,
2018), whereas delayed feedback happens after a determined amount of time. It gives the
individuals time to assess the task allowing for more detailed feedback (Estaji & Farahanynia,
2019).
Some researchers believe that the immediate versus delayed feedback is indecisive on
which works the best; however, it is thought that immediate feedback works best for conceived
lower-order learning outcomes, whereas higher-order learning outcomes work best with delayed
feedback (Candel et al., 2020; Hattie & Timperley, 2007; Van der Kleij et al., 2015). An example
of lower-order learning would be quick correction decisions that require yes or no answers,
whereas an example of high-order learning would be feedback required for a literature review.
Conversely, Mason and Redmon (1993) directed an electronic study linking the relation
between immediate versus delayed feedback; the results stated that immediate feedback was
more successful than delayed feedback, signifying that the characteristics of delayed feedback
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hamper performance measures. Furthermore, Reid and Parsons (1996) similarly found a larger
partiality for immediate versus delayed feedback amid workers within FTF settings. An example
can be seen from Ginkel et al. (2020), where immediate feedback was more significant in
prompting features that initiated automatic processing. Arroyo and Yilmaz's (2018) research also
supports that delayed feedback was ineffective as immediate feedback on tasks requires learners
to be accurate. Additionally, Martin (2020) asserts that immediate feedback is more actionable
because it is delivered during the learning process to effect change. Some researchers believe
feedback should be given as soon as possible after a performance to build a connection between
both parties (Li, 2020; Yaşar & Akbaş, 2019). Therefore, understanding the primary platform to
communicate instructor feedback is the end-of-course survey presented at the end of the
instruction giving the student a voice back to the teacher.
Furthermore, Swart et al. (2019) assert that feedback should reduce memory errors,
meaning that feedback should come during the event happening; additionally, Mullet and Marsh
(2016) assert that two components stood out with regards to timing and feedback: (a) to notice
errors and (b) to correct them as soon as possible. Though, it may not constantly be conceivable
to immediately deliver feedback ensuing each behavior in the classroom or online setting. Also,
when detailed or intricate feedback is required, such as with a dissertation review, delayed
feedback wants to be the better option (van Blankenstein, 2019). Nevertheless, the timing to
administer feedback is critically important for both the providers and the receiver (Henderson,
2021). Thus, an additional study is required to compare the additional efficacy of immediate
against delayed feedback (Brand et al., 2020). Regardless, the connection shows a willingness to
notice errors and to correct them as soon as possible to resolve opportunities before those
opportunities turn into habits.
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University Feedback Tools
The feedback tools that universities typically use focus on the student experience by
allowing the administration to monitor the students' knowledge growth, identify their strengths
and weaknesses, and understand any deficiencies (Hattie & Timperley, 2007; Taulz et al., 2021).
The student experience being monitored is significant since students often misjudge how much
they recognize and recall (Agarwal & Bain, 2019). However, the tools universities employ for
the professors to receive feedback are limited; most of the literature is based on end-of-course
surveys (ECS), where the students can present feedback to the professor after the class has been
completed. Otherwise, professors are often left to search out feedback from students either by
initiating the practice (Hattie & Timperley, 2007) or by looking themselves up on websites such
as ratemyprofessors.com, where anyone can leave a rating about the professors' performance
(Lee & Deale, 2019). Therefore, leaving little acceptance of helpful information from the
professors being ranked (Levine, 2019). An examination of the end-of-course feedback is the
standard tool in establishments of higher education presented after the course of instruction has
been completed (Hessler et al., 2018).
End-of-Course Survey
Notwithstanding their extensive usage and the critical part played by the end-of-course
surveys in universities today, the significance of ECS is regularly probed (Boud & Soler, 2016;
Hattie & Timperley, 2007). For example, it is unclear whether a positive assessment of a class
correctly duplicates the excellence of instruction (Goldhaber et al., 2016). Furthermore, Pastore
et al. (2019) assert that regardless of the vital part of student feedback in enhancing instruction
education development, infrequent consideration has been paid to variations in assessment tools.
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Students commonly appraise instructors at the end of their courses, but educators seldom use this
collected data to improve their craft.
Furthermore, the stated literature demonstrates misgivings around the objectivity of
course evaluations, and numerous colleges view student evaluation of teaching (SET) as the
utmost valuable degree of teacher excellence (Gourley & Madonia, 2021). Research has shown
that performance evaluations can result in the exit of low-performing instructors in institutions
(Drake et al., 2019)–impacting the labor market. Henceforth, regardless of the ramifications of
fairness, the SETs in the form of ECSs continue to be the favored degree of assessing university
teachers for the predictable future, and understanding their causes is significant (Goldhaber et al.,
2016). Although a reduction in evaluations undoubtedly does not demonstrate that the teacher
has converted to becoming an inferior educator, it does, nevertheless, suggest that pupils
perceive the teacher or class to be worse (Brunner et al., 2019). Therefore, looking for the
possible need for new assessments is critical to understanding the tools available to professors
from their institutions.
Need for New Assessments
The predominant outcome of students' evaluations of professors is the abstraction of data,
patterns, and material, along with the conclusiveness of providing instructors with conceivably
valuable feedback to assist their instruction and give students a more prosperous, more operative
education practice (Radchenko, 2020; Stein et al., 2021). Though, the usefulness or even the
legitimacy of such assessments in cultivating education excellence has always been deliberated
by academics (Gündüz & Fokoué, 2021). With the prominence of thinking outside the box of
educational and instructional strategies, recent research has emphasized the essential practice of
further maintainable assessments (Boud & Soler, 2016), primarily emphasizing the central role
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of students' dynamic contribution. Assessment happenings inside the instruction-learning process
should back the upsurge of university success. Therefore, ensuring the standards-based measure
in higher education (Sadler, 2017), the most current improvements inspire educators to follow
excellence's prospects and unite assessment practices towards consistency, conventionality, and
compliance. At the same time, teachers are called to be reactive to students' education needs: it is
in educators' top interest, and in the scholars' too, that educators would advance a level of
knowledge in the assessment and modify their practice following students' cues and feedbacks
(Pastore et al., 2019).
Furthermore, Isaeva et al. (2021a) recent research highlighted the ten elements of
professor assessment tools and techniques and how the attitudes of those professors correlated to
the findings using a six-point Likert scale (see Figure 3). The findings concluded that the
assessment shows validity in motivation and ownership regarding the professors trusting the
data; however, no correlation was included that the professors used the assessments in any
manner (Isaeva et al., 2021a). Therefore, historically the need for assessment from students is
paramount to the growth and development of professors by the placing of power of education on
the student and to leveraging their voice to influence the professors' abilities to garner a
successful performance of the knowledge of the course material (Gheboianu & Murgescu, 2018).
Figure 3
Professors’ Attitude to Assessment Tools and Techniques
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(Isaeva et al., 2021b)
Moreover, Gündüz and Fokoué (2021) research concluded that students' evaluations
inherently reveal the student's overall satisfaction at the end of the semester along with the
impact the instructor had on their overall satisfaction Furthermore, a study conducted by Esarey
and Valdes (2020a) suggests three recommendations to advance new assessment practices (a)
course-averaged student evaluation scores ought to be statistically attuned or eliminate any
systematic non-teaching impacts before being used for evaluation, (b) evaluation scores ought be
used jointly with various, unrelated measures in order to expansively evaluate the instruction
outcomes of faculty when substantial staff verdicts are being completed (see Figure 4), and (c)
that supervisors and faculty should be alert to the profile of the joint distribution between
evaluation scores and teacher excellence influencing the worth of the evaluation scores even
when the connection among scores and faulty excellence is held constant (see Figure 5). Esarey
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and Valdes (2020a) concluded that the study shows the need for attention and strengthens their
conclusion that evaluation scores are best utilized to gauge the essential want for a more detailed,
expensive, and precise examination of teaching performance.
Figure 4
Evaluation Scores Versus Outside Measures

(Esarey & Valdes, 2020b)
Figure 5
Relationship Scores and Faculty Quality
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(Esarey & Valdes, 2020c)

Summary
Feedback is a critical valuation instrument that generates a culture for developing and
advising students' verdicts for upcoming learning and teachers' operative instruction methods in
the academic sector (Zhang & Zheng, 2018). Feedback Intervention Theory (Kluger & DeNisi,
1996) aligns the need to have feedback and the value displayed with the individual who received
it and decided to use it or not. By understanding the limitations of the current research, an
essential look at what has been seen through literature transpires focused: on student success
measures, how teachers receive feedback, the motivation from feedback, authority and
subordinate roles, and how corporate America shows examples of successful implementation of
feedback between perceived roles, and impact of time are asserted. However, the literature
reveals a gap in knowledge regarding when professors receive feedback and any use of that
information to influence students' success.
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Student success measures are influenced by feedback sources (Dawson et al., 2019).
Teachers administer feedback to students, setting either high or low expectations (Szumski &
Karwowski, 2019). The same is done by peers giving feedback; it is focused more on the direct
alignment of feedback for the progression of outcomes than overall mastery of subject matter
(Evans & Ferris, 2019). The instruction application shows the student how to succeed based on
the teacher's or peer's feedback. Both sources look for acceptance from the receiver to link the
student's performance to motivate them for sustained success. Although standard feedback
methods are elaborative, validation, directive, and scaffolding, they deliver different approaches
for the teacher or peer to instruct the student based on their level of motivation (Clark &
Mahboobin, 2018).
Teachers show the need to receive feedback and validate it–this validation is personal and
valuable if thought as such by the teacher (Hammer et al., 2018). Just as with students, the
overall need for teachers to accept feedback is paramount to understanding usage and if the
feedback motivates, resulting in utilization (Agricola et al., 2020). However, the possible
overload of information in the form of feedback must be considered–feedback is only validated if
used by the teacher (Chen-Levi, 2020). Therefore, the motivation of both students and professors
is highly valued for feedback to bring change and success.
Motivation links performance to teachers and students; both must be encouraged or
adversely affected to use feedback (Shin et al., 2018). Motivation is either extrinsic or intrinsic
based on the individual's desire. However, if a misunderstanding of the desired outcomes
becomes bleak, the feedback is often misused, and repeated correction must occur (Fong et al.,
2019). Both students and teachers require feedback to develop and motivate each other to
improve performance standards. Additionally, when someone receives feedback, the timing also
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plays an integral part in understanding when the individual needs immediate or delayed time
intervals.
The authoritative verse subordinate roles hinge on the understanding that the subordinate
role must align and corporate with authority to account for success (Klapper & Reitzig, 2018).
Therefore, the classical alignment of teacher-student authority is validated based on the student's
ability to actualize the roles and to corroborate within the boundaries set by the administration
(Pérez-Izaguirre, 2019). The same can be asserted if the student is giving feedback to the teacher,
where the teacher must now align to the role change and either accept the change or choice not to
corroborate within the new boundaries (Carless & Boud, 2018).
The examples given by the hospitality and medical sectors bridge the knowledge gap
within the educational community by incorporating three leadership styles to align students and
team members with their respective administrators. The baseline understanding that made both
sectors successful is the implementation of giving the student or team member a voice in the
outcomes of their learning or working environments (Denning, 2018; Mao & Weathers, 2019).
The ability to collaborate and open dialogue between all parties becomes paramount to
successful learning, knowledge, and performance measures within both sectors (Bing-You et al.,
2018).
The feedback timing examines the giver's delivery method and the desired time sequence,
either immediate or delayed (Chae et al., 2020). The message is evident regardless of using FTF,
computer media, or written feedback; the goal is correcting and impacting performance for
sustained success. The literature is less specific on whether immediate or delayed feedback
works best for different situations; however, receiving feedback is always better than not
receiving it for correction and success to transpire (Al-Hattami, 2019).
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The evaluation tools provided by universities utilize the method of end-of-course surveys
presenting data to the professors after the course of study has been completed (Goldhaber et al.,
2016; Pastore et al., 2019). However, the fairness and usefulness of SETs produce personal bias
from professors due to the lack of acceptance of the presented data (Isaeva et al., 2021a).
Therefore, a new assessment measure is needed, but research has yet to produce valid
replacements, only that a different approach is needed to progress the idea (Esarey & Valdes,
2020).
It has been accepted that feedback is an essential part of the education system (Hattie &
Timperley, 2007; Haughney et al., 2020), not just for the students but also for the teachers (Kleij
& Adie, 2020). Regardless of the person's delivery method, feedback is linked to improved
performance measures (Zierer & Wisniewski, 2019) and needs the correct timing methods to
help deliver that message (Li, 2020). The gap in existing research and theory comes from
understanding whether professors use student feedback (Haughney et al., 2020; Mandouit, 2018).
Hence, this transcendental phenomenological study's purpose was to describe the professors'
experience using student feedback at accredited higher-education institutions in the United
States.
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CHAPTER THREE: METHODS
Overview
The purpose of this transcendental phenomenological study is to describe the experience
of using student feedback for professors at higher-education accredited institutions in the United
States of America. The research is a qualitative study design that examines transcendental
phenomenological research to discover professors' experiences and their use of receiving
feedback. The setting is a colloquium centered on accredited higher-education institutions with a
range of 10 to 15 willing participants assisting in sharing their stories with an array of ages,
gender, and teaching backgrounds with no less than five years of experience. The researcher's
positionality is motivated by personal bias in understanding experiences promoting the timing of
receiving feedback for successful learner outcomes. The procedures examine site permissions,
IRB approvals, obtaining participants, data collections, methods, and triangulating all the
information to formulate a deeper understanding of the phenomena of the study. The
trustworthiness of this study's findings uncovers any possible data collection gaps while
highlighting this research's validity.
Research Design
Qualitative research is the detailed investigation of phenomena involving collecting rich
narrative materials using a flexible research design (Kegler et al., 2018). The goal is to construe,
comprehend, and contextualize the opinions of a specific group rather than oversimplify across
an entire populace (Green, 2020). Thus, qualitative research was the best approach to
understanding the professors' shared experiences when receiving student feedback. The research
design was transcendental phenomenological based on the need to share the storied experiences
of several individuals while utilizing the epoché method to keep personal bias away from the
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study (Moustakas, 1994).
The specific research design of phenomenology was transcendental, or the ability to
understand the human experience free of personal assumptions (Husserl, 1970; Moustakas,
1994). Transcendental phenomenological research separates from the other types of research
design by being rigorous in controlled and methodical labors to set aside biases concerning the
phenomenon being explored–using epoché (Moustakas, 1994). Additionally, transcendental
phenomenological design origins can be found in the work of Husserl (1970), who developed the
understanding of epoché, or the removal of personal emotions and bias to focus on the bracketing
of phenomena being studied to discover participant's experiences, not the researcher (Creswell &
Poth, 2018). The perfection of using epoché to keep away one's personal bias is seldom
achieved. However, the focus of the design is entirely uncluttered, open, and naïve in actively
listening to and hearing the study partakers describing their experiences of the phenomenon
being explored (Moustakas, 1994). Therefore, understanding the major components of
Moustakas' transcendental design is paramount to achieving alignment in this research method.
Moustakas' transcendental phenomenology components can be understood using a
breakdown of his thoughts and rationale for the design. Moustakas explains Husserl's (1970)
ideas on transcendental phenomenology by looking at things openly and without personal bias.
The challenging aspect is that one should describe phenomena as they are, not as they are
perceived; therefore, what manifests in the mind is reality, whereas what manifests in the world
is a creation of education (Moustakas, 1994). Furthermore, the concepts of intentionality, noema,
and noesis show Husserl's view on emphasizing knowledge rooted in meanings. The study
attained the core meaning of a phenomenon by unifying the noema (external awareness) and the
noesis (internal awareness) (Moustakas, 1994). All the elements presented by Moustakas for
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using transcendental phenomenological research speak to the alignment of the research design to
the research topic.
The use of transcendental phenomenological research is fit for the study of discovering
the shared experiences of professors in private or public universities receiving feedback from
students. The perfect fit rationale comes from the personal bias that, as an educator being able to
hear and use feedback is paramount to impacting the current learner, not the future one. The
problem in my research is that university professors often receive feedback at the end of the
course of study and rarely use that data in their teaching methods (Brand et al., 2020; Gheboianu
& Murgescu, 2018). Thus, the transcendental approach's fundamental distinction is to use epoché
to remove personal bias about the research allowing the researcher to bracket the phenomena to
isolate the essences of the study by actively listening and hearing what the participants share
regarding their experiences (Moustakas, 1994).
Transcendental phenomenology is the focused method based on the shared experience by
the participants by utilizing Husserl's (1970) prescribed thoughts on partakers giving their
experiences while leveraging the advances of Moustakas (1994). Additionally, Christias (2018)
asserts that transcendental phenomenology with regards to participants giving information is
centered on (a) a focused descriptive analysis of experience, (b) it emphasizes the vital
immanency of experience, and (c) it denotes the personal manifestation of substances in those
experiences. Therefore, transcendental phenomenological design is essential to understanding
shared experiences to form a more prosperous and deeper focus of the research to allow for
saturation of the phenomena (Cerbone, 2020).

66

Research Questions
The research questions bridge the knowledge gap from a transcendental
phenomenological perspective to share professors' experiences in accredited higher education
institutions. The central research question was the essential shared experience to understand and
develop all other research questions for a more prosperous and deeper understanding of the
phenomena. Thus, it was imperative to describe and understand the central research question
leading to sub-questions for saturation of content of shared experiences.
Central Research Question
What are the lived experiences of professors when receiving feedback from students?
Sub-Question One
What motivational outcomes, positive or negative, are discovered from the professors
receiving feedback from students?
Sub-Question Two
What discovery of outcomes based on when professors received feedback from students
did the professors have post-feedback?
Sub-Question Three
How do professors utilize student feedback?
Setting and Participants
The site dynamics are a colloquium of professors in private or public universities in the
Midwestern to the Eastern United States. Microsoft Teams was the setting based on the ongoing
COVID-19 pandemic and the convenience of capturing experiences from various demographics.
The professors willing to be participants were selected based on availability and the readiness be
included throughout different university institutions across the United States.
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Setting
The research setting was based on snowball sampling using Microsoft Teams for
experience capturing based on the current pandemic and geographical limitations, coupled with
the researcher's lack of direct connection to many contacts in the desired participant pool.
Microsoft Teams enabled the study to utilize video and voice recording methods and access a
transcribing function within the program. The participants did not need to download any
supporting software besides Microsoft Teams but could click on the link that will be provided.
The shared experiences of professors in the selected geographic locations are singular in the
leadership hierarchy and are considered independent contractors; they work for their institutions
and have an affiliation to those institutions, but the research calls on their reflections, not thirdparty participation. The Microsoft Teams setting was selected based on the need for a more
prosperous and deeper understanding of the professors' experiences for a more well-rounded
interview group to share experiences and bring perspective to the research.
Participants
The participants were professors with at least five years of teaching experience from any
discipline of expertise and an accredited higher education institution. The participants were
selected first from personal connections to the researcher, then transitioning into a snowball
sampling effect allowing for a well-rounded group to research (Patton, 2015). If the five-year
teaching minimum and student feedback are maintained, professors from any field of study are
included, regardless of age, ethnicity, or gender. A total of 10 participants were used for this
research based on the research reaching saturation (Patton, 2015).
Researcher Positionality
The motivation for conducting the study stems from my personal bias of being in
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leadership and teaching positions over the last 15 years, where timely feedback from trainees and
students often shifted the organization's success. Therefore, my motivation for the study is to
explore others' experiences to see if the shared experiences form themes to be discovered and
explored further. Thus, the ontological and methodological assumptions are based on the need to
change viewpoints founded on multiple realisms to drive the understanding that only a single
reality is in this study (Creswell & Poth, 2018). The interpretive framework is social
constructivism utilizing the individuals' perspectives being interviewed and fielding questions to
shape the research based on those responses (Burr, 2015). Social constructivism was the lens
through which the study was interpreted using the researcher's philosophy by understanding the
ontological, epistemological, and axiological assumptions.
Interpretive Framework
The interpretive framework was centered on social constructivism, where the research
was driven by the need to comprehend the environment one exists and works within (Creswell &
Poth, 2018). Additionally, social constructivism aims to rely on the participants' viewpoints to
lead the research into themes (Powell & Bodur, 2019). Thus, the social constructivist outlook in
phenomenological studies was based on the participants' shared experiences (Moustakas, 1994).
Furthermore, Burr (2015) asserts that social constructivism aligns with the transcendental
phenomenological design based on the need to observe the world with an unbiased perspective.
Thus, finding the phenomena's essence through the participants' shared experiences (Moustakas,
1994).
Philosophical Assumptions
The philosophical assumptions I used can be concluded as biblically driven–the belief in
one God, the Creator of all people. Therefore, a personal bias towards understanding God's plan
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for all people was paramount to me and should be viewed as a personal bias. Personal bias
shapes how the shared experiences of interviews can be seen biblically through the integration of
scripture. Often, a person can find comfort and clarity in understanding the Bible, how it has
impacted the outcomes of lives lived before, and how all things come from God's will.
Ontological Assumption
Corbin and Strauss (2015) state that researchers bring the ontological assumption of
identity and understanding to the research process and integrate it into how information is
construed. The ontological assumption was the understanding of a singular reality given by God
stipulated from my personal belief in a singular reality. Understanding the singular reality is not
comprehendible to human beings as understanding far surpasses our limited intellect. God made
the singular reality, and His will is ever-present in that reality. However, free will is given to all
people, leading to people believing in the falsehood of multiple realities.
Epistemological Assumption
For me, the epistemological assumption is a belief in situational ethics and how people
respond differently based on the stimulus presented (Lo et al., 2020). This epistemological
assumption ties into the use of the feedback intervention theory. The experiences gathered and
processed in situations and how people reacted to those interactions shaped how I address
present and future interactions based on the motivation I feel from those interactions. Thus, when
motivated, either positively or negatively, I either continue with the task and make it better or
stop it entirely. All the interactions are learned behaviors presented by situational ethics that
shape how subjective experiences are derived. Therefore, shared experiences from interactions
with people have shaped my viewpoint and continue to change how I interact moving forward
(Patton, 2015; Moustakas, 1994).
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Axiological Assumption
The axiological assumption I have is a deep-rooted personal bias towards the timing of
receiving feedback as an educator. Because of those personal biases, I need epoché to set aside
my beliefs to focus on the participant's shared experience (Moustakas, 1994). Additionally,
understanding the singular reality given to all people by God must use the same technique of
epoché to not destroy the data collection's validity from those shared experiences by interjecting
personal beliefs (Moustakas, 1994). Both presented and known biases are based on situational
ethics and learned behavior from feedback timing. Thus, employing epoché will be paramount to
the study and should be limited to a biblical overview and conclusion if data themes are
pretendant to the study (Moustakas, 1994).
Researcher’s Role
My role as the human instrument in the study had no authority over the participants, as all
participants were in a teaching role with five or more years of experience at accredited higher
education institutions (Lincoln & Guba, 1985). The relationship with the participants had no
monetary implications. The setting was conducted using Microsoft Teams to capture and record
the individual from a computer to a computer setting. The letter writing used a computer-tocomputer setting to exchange email correspondence. The data collection process did pose a
philosophical bias for the research, which was epoché and removed from interfering with the
study (Moustakas, 1994). The choice of a qualitative transcendental phenomenological study
using the lens of social constructivism shaped the data based on the participants' experiences, not
the researcher, to help aid in the study's validity (Burr, 2015; Lincoln & Guba, 1985; Moustakas,
1994).
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Procedures
Securing participants began after the Institutional Review Board (IRB) approval.
Subsequently, a recruitment letter was sent to potential participants via email after obtaining
approval. Potential participants' emails were obtained through multiple methods. First, professors
from various institutions were contacted based on personal connections, asking for their
participation in the study. Next, a snowball sampling method was used, acquiring potential
participants from one source who gave the email addresses of 14 potential participants. Of the 14
participants, five agreed to complete the study, resulting in a total of 11 participants. All
participants signed and returned the consent form within the two-week deadline. One participant
discontinued participation after completing the survey, resulting in 10 completing the study. The
personal contacts presented the names and email addresses of other potential participants based
on the criteria of teaching experience and willingness to participate in the study (Mawhinney &
Rinke, 2019; Patton, 2015). Finally, all potential participants were sent a recruitment letter via
email. The recruitment letter contained a summary of the research and the rules for participation:
norms required for being a participant, procedures used during the data collection, the procedures
that will be used to guard confidentiality, and a link to the feedback reflection survey after
(Creswell & Poth, 2018).
Permissions
The current understanding of the scope of the permissions is that of the IRB found in
Appendix A from Liberty University to begin data collection from the feedback reflection
survey, individual interview, and a letter writing prompt. In addition, other institutional
permissions were obtained based on the participant's affiliation with accredited higher education
institutions. The other permissions center around a completed consent form from all participants
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found in Appendix B.
Recruitment Plan
The recruitment plan centered on a participant sample size of at least 10 willing
individuals using the snowball sampling method outlined by Patton (2015); thereby, 10 to 15
participants looked to capture enough detail and understanding from multiple shared experiences
to saturate the data to look at a complete offering (Patton, 2015). The range of participants was a
purposed number to saturate the phenomena to the point of redundancy or the inability to
produce new information about the phenomena (Lincoln & Guba, 1985; Patton, 2015). The
number of participants was determined after coding and theming the shared experiences (Lincoln
& Guba, 1985; Moustakas, 1994; Patton, 2015). In addition, snowball sampling classifies cases
of curiosity from participants who know other potential participants stimulating an informationrich sample (Creswell & Poth, 2018). Therefore, I used six participants but leveraged the
participants' ability to garner more participants based on their contact lists. Participant informed
consent is submitted in Appendix B from the snowball sampling method.
Data Collection Plan
The sequence of data collection stemmed from Lincoln and Guba's (1985) work to build
trustworthiness into the research findings. The sequential order was based on the work of Miles
and Huberman (1994), who asserts that observations, interviews, and document reviews
sequence prepare the research that allows for conclusion drawing. Therefore, the three methods
of data collection used for this study were (a) a feedback reflection survey, (b) individual
interviews, and (c) a letter-writing prompt. The three methods saturated the phenomena to
redundancy (Lincoln & Guba, 1985) and progressed into coding forming themes discovered
through the participants' shared experiences (Moustakas, 1994). The data collection used the
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rigor prescribed by Moustakas (1994) for the feedback reflection survey as the initial step to
gather a baseline of information, leading to a deeper and richer understanding of the phenomena.
The examination of the data collections led to the triangulation of the data by using numerous
approaches to progress an inclusive recognition of phenomena (Patton, 2015). Thereby,
discovering the redundancy in that data collections to find the essence of the phenomena. The
feedback reflection survey was followed by an individual interview and a letter-writing prompt
to saturate the phenomena and build themes from the shared experiences.
The data collection process used three approaches: a feedback reflection survey,
individual interviews, and a letter-writing prompt. The work of Moustakas (1994) focuses on the
long-interview process, the quintessential component of qualitative research, but the data
collection will use Patton (2015) and the work of Lincoln and Guba (1985) to contribute to
Moustakas's outline allowing for a more substantial and rigorous study. Moustakas (1994)
suggests seven components to data collection that can be organized in terms of methods:
preparation, collecting, and organizing and analyzing data.
Furthermore, all participants were contacted to plan a jointly decided time for a 45-60
minute one-on-one individual interview via the videoconferencing tool Microsoft Teams, which
will be recorded using the operating system after participating in the feedback reflection survey.
The interview will be transcribed verbatim by the transcription service provided by Microsoft
Teams via the researcher. First, the transcription was checked for accuracy, and then a copy of
the transcription was sent to the participants for member checking accuracy. The member
checking comes from personal experiences such as those of the professors in the study (Lincoln
& Guba, 1985); furthermore, aligning the participants during the research was a valid reporting
method as an insider (Patton, 2015). Henceforth, after the member checking of the one-on-one
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interviews, participants were sent an email stipulating a letter-writing prompt to describe their
experiences and provide advice for a new hypothetical faculty member regarding receiving
feedback from students. The participants were heartened to write freely and scrupulously.
The data collection started with the preparation method to determine the topic and a
question with social meaning and personal significance to be examined rigorously free of
personal bias (Moustakas, 1994). A literature review followed the preparation to saturate the
researcher steeped in the literature about the topic of interest that continues a personal
relationship to the phenomena. From the method preparation, the researcher moved to the
method of collecting data. First, Moustakas (1994) outlined the process of using participants who
meet the researcher's study design, informing them of the study, and collecting consent forms to
protect both parties. Next, the researcher developed questions to felicitate the interview when
consent and understanding are shared. The phenomenological interview comprises a casual,
collaborative progression and employs open-ended remarks and inquiries (Moustakas, 1994).
After the data collection method, the researcher moved on to organizing and analyzing the data.
Finally, the data was administrated and reported verbatim on the interviews centered on the
bracketed research question (Creswell & Poth, 2018). After the transcription was completed, it
was followed by establishing and examining the data to present individual textural and structural
descriptions, a complex textural explanation, a complex operational portrayal, and a synthesis of
textural and operational connotations and essences (Moustakas, 1994).
Using the outline provided by Moustakas (1994), the feedback reflection survey,
interview, and letter writing established trustworthiness (Lincoln & Guba, 1985) and specificity
targeted issues (Patton, 2015). Furthermore, the individual interview and letter-writing questions
were aligned after collecting the feedback reflections to dig deeper into the phenomena and be
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presented to all participants who meet the rigor of the survey's moderate to high feedback
acceptance (Patton, 2015). Therefore, understanding the data analysis was vital to discovering
the meaning within transcendental phenomenological research design from the data collection
starting with a survey to help cultivate the initial individual interviews.
Feedback Reflection Survey
The feedback reflection survey included questions to gather demographic information
and begin to discover professors' experiences with feedback. When the participants agreed to
undertake the study and meet the norms based on the survey, they were requested to sign a letter
of informed consent (see Appendix B). The feedback reflection was made up of all participants
that will be homogeneous in terms of background (Patton, 2015) based on the willingness and
time constraints of the participants. The feedback reflection survey allowed for a structured and
focused origin point to develop the individual interview questions to help stimulate the research
(Murray, 2021; Rudd, 2019; Whitlow-Spurlock, 2019). The total amount of questions used
numbered between 4 to 20 (Patton, 2015); furthermore, the feedback reflection happened via
email delivery with a timetable set for a two-week turnaround; if no response was provided, it
was assumed that the participant exercised their right to refuse to continue with the research. The
setting for the survey was conducted as an internet template using SurveyMonkey; additionally,
it leverages the ability to diminish the participants' anxiety about what the researcher thought of
them and make it easier for them to share their experiences (Patton, 2015).
The feedback reflection survey was created in two sections (see Appendix C). The first
section was created to gather demographic information about the participants. The second
section of the survey utilized open-ended questions to discover the shared experiences of
professors receiving feedback (Moustakas, 1994). Qualitative methods are the means of
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excellence in encompassing and thickening the theoretical intentions and understanding that have
occurred from preceding studies; therefore, the feedback reflection survey looks to produce the
starting point for the research and allows for the discovery of baseline information needed for the
study (Patton, 2015).
Furthermore, feedback reflection differs from a traditional questionnaire by not focusing
on the quantitative methods use of the data (Lincoln & Guba, 1985; Patton, 2015); instead, the
qualitative methods discover shared experiences (Creswell & Poth, 2018; Moustakas, 1994).
Additionally, Boeren (2018) asserts that in the realm of educational research that numerous
amounts of quantitative study are constructed on questionnaire research, not on
experimentations. Furthermore, questionnaires and surveys can consist of questions formulated
using Likert-type scales, drop-down lists, or rating exercises to formulate meaning from the
data–presenting close-ended questions (Stockemer, 2019). On the other hand, the purpose of the
feedback reflection survey is to allow for rich discourse to happen based on the experiences of
the professors receiving feedback, leading to open-ended questions (Creswell & Poth, 2018;
Lincoln & Guba, 1985; Moustakas, 1994; Patton, 2015), differing from the traditional
questionnaire data collection methods.
Feedback Reflection Data Analysis Plan
The data collected was a three-fold undertaking: feedback reflection survey, individual
interviews, and letter writing saturated the content to the point of redundancy, then used
triangulation to check the validity and trustworthiness of the findings (Lincoln & Guba, 1985).
The participants ' statements noted the use of raw data, any significant statements, and possible
themes. When themes are developed from all the significant statements, textural and structural
descriptions of the phenomenon and the overall crux of the singularity are developed (Creswell
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& Poth, 2018; Moustakas, 1994). The chair and committee reviewed all feedback reflection
questions, individual interview questions, and the letter-writing prompts for inspection and
review–considered expert reviews.
The data analysis followed Moustakas' (1994) process for coding data based on common
themes. First, utilizing what Moustakas calls epoché, or removing biases, predispositions, and
predetermined thoughts about things–one takes personal experience out of the research (Creswell
& Poth, 2018). The second step in analyzing data is what Moustakas (1994) called
phenomenological reduction by utilizing bracketing, where the emphasis of the study is
positioned in brackets; everything otherwise is removed so that the whole study development is
entrenched exclusively on the topic and question. The phenomenological reduction allows the
researcher to interpret the phenomena from different viewpoints and persevere to the brink of
exhausting what is obtainable through a specific interaction of observing and undergoing the
accounts of the participants–allowing for a reflective process to transpire, to grasp the entire
essence of the phenomena (Moustakas, 1994). The phenomenological reduction allows for what
Moustakas (1994) asserts as horizonalization; furthermore, the horizonalization is limitless, and
every statement has equal value. After all the data has been assimilated into accounts irrelevant
to the theme and query, those seen constantly or repetitive are removed, presenting only the
horizons (textural connotations and invariant elements of the phenomenon) (Moustakas, 1994).
The clustering of horizons moves the analysis into themes producing organization in the theming
allowing for a coherent textual account of the phenomenon and discovering the subject's essence
and queries (Moustakas, 1994).
Furthermore, Moustakas' (1994) third step in data analysis uses imaginative variation
where the researcher examines conceivable connotations completed by applying imagination,
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fluctuating the borders of reference, engaging divergences, and setbacks, and impending the
phenomenon from different viewpoints, dissimilar situations, characters, or purposes. Moustakas
asserts four steps in the imaginative variation process. First, to find structural connotations that
utilize the textural denotations found in the phenomenological reduction of the examination
(Moustakas, 1994). Second, identifying the fundamental themes that explain the development of
the phenomena (Moustakas, 1994). Third, study all conceivable structural moods and opinions of
the participants (Moustakas, 1994). Finally, they are finished with finding structural themes and
facilitating a structural description of the phenomenon (Moustakas, 1994).
Moustakas' (1994) last step in data analysis is the synthesis of meanings and essences
using both the textural and structural accounts; one produces an integrated account capturing the
essence of the phenomena. The essence is ordinary or general; the state or value deprived of a
thing would not be what it is (Husserl, 1970). Thus, while the essence of any experience is never
wholly known, the researcher makes the best judgment on the phenomena founded on the
textural-structural combination on behalf of the essence at a particular moment in time and
setting (Moustakas, 1994) (see Figure 6).
Figure 6
Moustakas’ Data Analysis
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1. Bracketing the central research question

2. Horizonalizating: relevant expressions have equal value

3. Delimiting horizons or meaning: finding invariant
qualities of the experiences
Phenomenological
Reduction
4. Crafting of Themes by clustering nonrepetivtive,
nonoverlatpping elements of the experiences

5. Compare numerous data causes to validate the invariant
elements

Epoché

6. Integraitoning of all indidivual textural descriptions into
groups

6. Building of individual structural descriptions
Imagination Variation
7. Building of merged structural descritptions

Essence

8. Amalgamation the texture and structure into an
appearance

(Moustakas, 1994)
In qualitative research, the researcher is the instrument used to analyze the data; however,
this process was aided by using the Qualitative Data Analysis Software (QDAS) program Delve.
Delve aided the researcher during the phenomenological reduction, imaginative variation, and
synthesis stages. The researcher still coded each line of the data, but the QDAS program made
the process more efficient. The significant benefit of using Delve is the ability to store and
organize the data while locating text associated with specific codes (Creswell & Creswell, 2018).
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Individual Interviews
The individual interviews are the second data collection approach to understand the
research question and sub-questions provided. Individual interviews are used to explore the
participants' experiences to obtain their worldview on feedback and how themes emerge from
those questions (Moustakas, 1994). The appropriateness of the individual interviews for the
study is paramount to collecting information on the participants' points of view to explain the
importance of their experience (Brinkmann & Kvale, 2018). Furthermore, interviews are used
when the topic of inquiry relates to the need to have a deeper understanding of the phenomena
(Andersen et al., 2019). The individual interviews will also use a semi-structured format to
capture all data needed for a greater understanding of the phenomena. The interviews will be
administered by computer-induced meetings using Microsoft Teams for data capture, allowing
all participants flexibility in their time and making for a relaxed setting to ease the exchange of
experience (Patton, 2015).
Individual Interview Questions
1. Please describe your educational background and career progression. CRQ
2. Please describe how you use feedback in your current role. CRQ
3. Of the experiences you identify about feedback, which would you say were the most
significant? CRQ
4. Describe your view on receiving feedback from students. CRQ
5. What experiences have shaped the way you perceive receiving feedback from students?
SQ1
6. What made the feedback experiences significant? SQ1
7. When you know it is time to receive feedback from students, how do you feel? SQ2
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8. Of the most significant experiences you identified when receiving feedback, when did
you receive it? SQ2
9. What would make the timing of receiving the feedback significant? SQ2
10. To what extent does receiving student feedback influence your current teaching
performance? SQ3
11. What would make receiving feedback from students meaningful to you? SQ3
12. How have your experiences with receiving feedback from students influenced your view
of feedback? SQ3
13. This next question is unique in that it will invite you to look ahead. How do you think
receiving feedback could change or develop over the next several years? SQ3
14. We have covered much ground in our conversation, and I appreciate the time you have
given to this. One final question… What else do you think would be essential for me to
know about your experiences when receiving student feedback? CRQ
The first question is the grand tour question associated with the central research question
to present a baseline understanding of the participant's experience with feedback and perceived
outcomes to follow (Alvarado, 2019). The questions numbered two through six examined subquestion one and how receiving feedback from students relates to a motivational feeling. The
next series of questions, seven through nine, focused on sub-question two and how time played
any part in feedback leading to any importance of receiving the feedback. The remaining six
questions examined sub-question three relating to the utilization of feedback to the participant
for any shared thoughts or feelings. All questions are linked to the relationship problem but
mainly follow the relationship of pertinent questions for the research. However, potential follow-
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up interviews did not occur based on the need to address gaps in data, missing information, or
unclear information to bridge the potential gap in knowledge relating to the phenomena.
Individual Interview Data Analysis Plan
The data analysis followed Moustakas' (1994) data analysis process for coding data based
on common themes provided earlier. See also Figure 6 for the outlined process. Thus, the
individual interviews used the provisions to share the participants' experiences and not any future
use of the phenomena or personal bias of the researcher (Lincoln & Guba, 1985; Moustakas,
1994; Patton, 2015). Furthermore, the questions were asked and recorded in Microsoft Teams
and on a handheld recorder for backup protection. The questions were administered sequentially
to follow the same pattern and flow of questioning for all participants (Lincoln & Guba, 1985).
All dialogue was transcribed verbatim to capture all details and experiences provided by the
participants (Patton, 2015). In addition, all individual interviews were reviewed by participants
through the exchange of email for member checking to build trustworthiness (Lincoln & Guba,
1985). The QDAS program of Delve was utilized to aid the researcher in coding after receiving
the participants' letters. The individual interview data analysis aided in the triangulation process
by being the second data collection to develop a comprehensive understanding (Patton, 2015).
Using Moustakas' (1994) data analysis process to find the essence of the phenomena to the point
of saturation and redundancy need to validate the essence (Lincoln & Guba, 1985; Moustakas,
1994).
Letter to a New Faculty Member
The letter writing did help saturate and deepen the participants' shared experiences by
allowing them more time to craft, edit, and review their responses (Liberty University, 2021).
The total time to complete the letter-writing was two weeks after receiving an email with
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instructions to strengthen the individual interviews' shared experiences. The use of letter writing
utilized the dynamic characteristics of the participants, which emphasizes the inquiry process by
allowing more time, detailed calibration of the statements, and the ability to fully detail their
experiences following (Adler et al., 2019) the listed letter-writing provisions. The initial letterwriting provisions were preliminary, did not change after completing the individual interview,
and were reviewed by the committee chair. The letter-writing collection approach was conducted
using an email exchange between the participants and the researcher. All data given back to the
researcher was categorized by coding the data into themes using the outline of Moustakas (1994)
but was also grounded through the guidance of Lincoln and Guba (1985) and Patton (2015) to
find the essence of the phenomena.
Letter Writing Provisions
1. The letter is to be written to a new hypothetical faculty member based on your
experiences with receiving feedback from students.
2. The letter should not be written from the standpoint of what you will do in the future.
3. The letter should be from your perspective of past experiences as guidance to a new
faculty member.
Letter Writing Data Analysis Plan
The data analysis followed Moustakas' (1994) data analysis process for coding data based
on common themes provided earlier. See also Figure 6 for the outlined process. Thus, the letterwriting used the provisions to share the participants' experiences and not any future use of the
phenomena or personal bias of the researcher (Lincoln & Guba, 1985; Moustakas, 1994; Patton,
2015). In addition, all letter writing was reviewed by participants through the exchange of email
for member checking to build trustworthiness (Lincoln & Guba, 1985). Finally, the QDAS
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program of Delve was utilized to aid the researcher in the coding process after receiving the
participants' letters. The letter writing data analysis did complete the triangulation process by
using multiple methods to develop a comprehensive understanding (Patton, 2015) by using
Moustakas' (1994) data analysis process to find the essence of the phenomena to the point of
saturation and redundancy need to validate the essence (Lincoln & Guba, 1985; Moustakas,
1994).
Data Synthesis
The transcendental phenomenology method using Moustakas' outline for data collection
and analysis fits the discovery of the professors' shared experience receiving feedback from
students. The personal bias used the transcendental method of epoché to discover the participants
shared experiences for a more profound understanding of the phenomena, clear of the temptation
to put unwanted input into the research (Moustakas, 1994). The data collection was proposed
using the feedback reflection survey, individual interviews, and letter-writing prompts to saturate
the understanding of professors receiving feedback to find the essence of the phenomena
(Moustakas, 1994) and to build trustworthiness (Lincoln & Guba, 1985) during the gathering and
examination of data to unlock the understanding presented in the research. The data synthesis
used triangulation using the three data collection elements, allowing the research to fully
understand the phenomena and incorporating validity based on the multiple approaches used
(Jackson, 2018). Additionally, aiding the process was the outlined method of Moustakas (1994)
to help lay the groundwork for theming the data using all three data collections as a particular set
of themes.
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Trustworthiness
Trustworthiness in qualitative research examined the research of Lincoln and Guba
(1985) to counter the criticism from other researchers about the lack of qualitative use of the
characteristics of validity: rigor, reliability, and objectivity. The trustworthiness of qualitative
research comes from credibility, transferability, dependability, and confirmability (Lincoln &
Guba, 1985; Patton, 2015). Therefore, this section describes those characteristics of qualitative
research using Lincoln and Guba's proscribed methods. The qualitative terms are synonyms for
quantitative research design; however, the characteristics differ in the implication of the quality
and rigor of the study (Liberty University, 2021).
Credibility
Credibility exists once the study's outcomes reflect the opinions of the persons under the
study (Dodgson, 2019). Furthermore, credibility in research means the confidence of the data as
a proximation of the reality of the phenomenon in the research (Lincoln & Guba, 1985). I
achieved credibility in three ways: (a) triangulation, (b) member checks, and (c) peer review.
Triangulation
In this study, I used the triangulation of qualitative methods reflective of Denzin's (1978)
and Patton's (2015) work of data collection methods, sources, and theories to explore the
experiences told by professors about receiving feedback from students. Triangulation denotes
using numerous approaches or data causes in a qualitative study to progress an inclusive
recognition of phenomena (Patton, 2015). The data collection method was that of narrative
inquiry (Connelly & Clandinin, 1990), where I recorded the experiences of the individuals,
revealing the lived experiences or perspectives using feedback reflection, individual interviews,
and letter-writing prompts. Source triangulation was achieved using the professors' experiences
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to receive student feedback. Finally, the theory triangulation was achieved using Kluger and
DeNisi's (1996) feedback intervention theory as both organizing and analysis frameworks.
Member Checks
The member checking comes from personally relating to the same experiences as those of
the professors in the study (Lincoln & Guba, 1985). Furthermore, aligning me with the
participants during the research as a valid reporting method as an insider (Patton, 2015) and
understanding where the professors were coming from led to insightful experience sharing and
helped to better align me with the interviews and letter writing to the participants' perspectives.
Thus, creating an immediate member check (Lincoln & Guba, 1985) while asking the questions
to the professors and receiving their letter writings. After transcribing the professor's data
collection, I removed all unessential language aided by using Delve to avoid interjecting personal
bias (Moustakas, 1994) into the research by providing their transcript for their reviewal for
accuracy.
Peer Review
I used frequent peer review to align findings to ensure the analysis uses the data from the
participants and not a personal bias. Ideally, I would have used scholars familiar with feedback
and the theory; however, I used my dissertation group based on convenience and willingness to
help in the peer review. The peer review added to the work's transparency and aligned it with the
transcendental phenomenological research method.
Transferability
Transferability shows that the discoveries may have pertinence in other situations
(Lincoln & Guba, 1985), typically attained through thick accounts when unfolding study
conclusions (Geertz, 2008). I created the conditions for transferability using Microsoft Teams,
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detailing the shared experiences of professors from private and public universities found therein.
The research does not need a specific setting as the participants' shared experiences look past the
setting and focus on the experiences through dialogue. The research offers insight into unlocking
the implications of professors’ use of receiving feedback from students.
Dependability
Dependability displays that the results are reliable and could be repetitive (Lincoln &
Guba, 1985), completed by the reviewing by my chair and committee to show mastery of the
methodology used in the study. In order to assure dependability, the QDAS program of Delve
was utilized. The depictions of my procedures using the significance of the phenomena should be
readily duplicated based on the simplicity of repeating the process. The depictions of procedures
and the review were supported by the literature making the dependability possible for the study.
Confirmability
Confirmability is a position of impartiality or the degree to which the participants form
the research results and not scholar partiality, incentive, or curiosity (Lincoln & Guba, 1985). I
employed three techniques for establishing confirmability: (a) audit trails, (b) triangulation, and
(c) reflexivity. First, beginning with the audit trails, I created them by my procedures, unguided
data, examined data, and the concluding report to be tracked. Second, I used aspects of
triangulation defined above; finally, I used reflexivity during the study. The source of reflexivity
was memoing to utilize Moustakas' (1994) epoché to separate personal feelings of bias to reflect
the participants' views, not my own. Baker (2019) asserts that reflectivity deepens our
understanding of the work by focusing on the participants, not the researcher.
Ethical Considerations

88

The ethical considerations for the study are numerous and protect all participants from
undue harm while providing the necessary data to formulate a conclusion to the research. The
use of pseudonyms for all participants are provided to ensure the participants have a level of
confidentiality for the study. All recordings in Microsoft Teams are under the researcher's care,
password secure on a private computer. Voice recordings were made using an EVIDA 2324
digital voice recorder with password protection, stored in a fire-proof lockbox with the only keys
in the personal possession of the researcher. Participant consent forms were accompanied to
ensure ethical considerations or implications of the research found in Appendix B. All
participants were instructed that this research and corporation were on a volunteer basis. No
monetary funds transpired, along with the ability to stop the research at any time should the
participant wish to do so. Any other unforeseen occurrences that could jeopardize the
participants in any way are not wanted or desired by the researcher, and all precautions were
maintained as prescribed by the Liberty IRB.
Summary
In summary, Chapter Three focuses on the alignment of design choice, data collection,
and data analysis strategies, providing prescribed details of the trustworthiness of the research.
The design choice was the transcendental phenomenological qualitative approach prescribed by
Moustakas (1994) to uncover the truth in the participants' shared experiences and research
questions to pave the road for understanding the chapter's intent. Next, the setting and
participants were laid out as guides to how the research was captured and secured and to whom
the research is guided. The researcher's positionality includes the interpretive framework,
philosophical assumptions, and the researcher's role within the research. The interpretive
framework was defined using social constructivism to unlock the participants' views (Burr,
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2015), not the formation of personal bias of the researcher (Moustakas, 1994). The philosophical
assumptions examined the deep-seated ideology of the research concerning a singular reality
driven by God's will and how learned behaviors and situation ethics played a hand in the
researcher's knowledge base. Finally, the researcher's role is that of a curious learner with no
formal authority over any participant, and no monetary exchange transpired due to the study.
The data collection centers on three approaches: feedback reflection survey, individual
interviews, and a letter-writing prompt; all data collections stem from the research question and
sub-questions to align with the relative theory of the research reviewed by experts to allow for
trustworthiness (Lincoln & Guba, 1985; Patton, 2015). The feedback reflection survey was used
as a baseline demographic survey coupled with open-ended questions to focus the research,
followed by individual interviews to strengthen the discovery of the phenomena. Lastly, the
letter-writing prompt was chosen to allow the participants more time to review, edit, and provide
detail to further the participant's experience with the phenomena not addressed in entirety from
the individual interviews. All data collections allowed complete saturation of the phenomena and
triangulation of the research.
Finally, the trustworthiness of the research was addressed and left the judgment to the
reader of the work to align it to validity. The trustworthiness is guided by the work of Lincoln
and Guba (1985), forming the bases of credibility, transferability, dependability, confirmability,
and ethical considerations. All considerations were used with the participants' well-being in mind
to not cause undue harm to them and answer the question raised by the research regarding the
timing of receiving feedback from students and the impact on the educators.
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CHAPTER FOUR: FINDINGS
Overview
The purpose of this transcendental phenomenological study is to describe the experience
of using student feedback for professors at higher-education accredited institutions in the United
States of America. Chapter Four begins with an account of the experiences of 10 participants
(professors) using a feedback reflection survey, individual interviews, and a letter writing
prompt. The four themes are from the data collections using Moustakas' (1994)
phenomenological reduction and then proceeding with the outlier data presented from the
participants, following an account of the central research question into the sub-questions. Finally,
it concludes with a summary of Chapter Four.
Participants
This study began by emailing six potential professors to garner participation. Of those six
potential professors, all six professors agreed to participate in the study. Next, a snowball
sampling method was used, acquiring potential participants from one source who gave the email
addresses of 14 potential participants. Of the 14 participants, five agreed to complete the study,
resulting in a total of 11 participants. All participants signed and returned the consent form
within the two-week deadline. One participant discontinued participation after completing the
survey, resulting in 10 completing the study. Participants were 70% male and 30% female, with a
median teaching experience of over 11 years. Also, 70% of the participants were associated with
community colleges, and 30% were associated with universities. Current instruction was not
required for the study, and the institution is only for the association of work relationships for the
professors. Pseudonyms are used in Table 1 to describe the research participants.
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All partakers in this research met the conditions for partaking. The standards for
participation in this research were age (over the age of 18), tenure of teaching (over five years),
and current or did teach at an accredited higher education institution. After consent forms were
returned, a link was provided to the feedback reflection survey (see Appendix B). All individual
interviews were completed virtually with Microsoft Teams software.
Table 1
Research Participants
Participant
Gender
Institution
Tenure
Bethany
Female
Community College
11+
She had a cheerful disposition and outlook on feedback. She looks forward to receiving
feedback at the end of the course. She was in instruction long enough to see multiple changes
in the delivery and receive feedback from both students and the administration.
Matthew
Male
University
11+
He had a negative outlook on formal end-of-term feedback but enjoyed informal open-ended
feedback from students. He did not change emotionally from receiving feedback from
students. He thought he knew best what students needed.
Luke
Male
University
11+
A pure academic with a zest for feedback, he looks at feedback as a tool that can be used to
sharpen his craft. However, he has a sense that not all feedback will be positive, some will be
negative, and that is also beneficial.
Jeff
Male
Community College
11+
He describes himself as a ‘doer’ and believes in a hands-on approach. Feedback has changed a
lot during his tenure, and he believes the system is failed. The possibility of a new approach is
needed, but he worries that not enough time is available to implement the new approach
adequately based on the current timetable at his institution.
Gideon
Male
University
11+
Has worked in multiple institutions, from being a principal to a tenured faculty member. As a
result, he has changed how he receives feedback over the years, from administrating his midyear survey to relying on the end-of-course reports. In addition, he has learned to tune out the
negative feedback if he feels it is not valid for the course.
Kiefer
Male
Community College
11+
He defines himself as an admitted, overburdened instructor. He feels that student feedback is
just a way to check the box on completing administrative work. He says to his students that
negative feedback is good but struggles to receive and utilize it himself.
Abigail
Female
Community College
10
She always wanted to teach higher education courses. Later in life started to her master’s
degree to be able to teach the courses she wanted. She does not fully embrace the feedback
from students regarding the end-of-the-course surveys. Feedback has more influence on dayto-day informally than formally.
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Daniel
Male
Community College
11+
Maintains a chief distinction between formal and informal feedback; also, strongly believes
that qualitative feedback is superior to quantitative feedback.
Jack
Male
Community College
11+
A retired teacher with decades of experience working hands-on with students. A person who
values student feedback and has a less than optimistic outlook about the administration’s
influence on feedback.
Jasmin
Female
Community College
11+
She did not know if being a professor was the right path, but she found a job at an institution
and never left.
The 10 participants shared their profound experiences in receiving student feedback. The
combined tenure of the 10 participants generated over 200 years of experience teaching in higher
education institutions. Therefore, many participants had seen changes in how student feedback
was collected and assessed during their tenure as professors. All participants engaged with
students informally and formally as part of their duties of being a professor. The differences in
how each participant used student feedback were vast; however, the essence of the phenomena
remained consistent with Kluger and DeNisi's (1996) feedback intervention theory. Based on the
feedback intervention theory, the participants either did not make adjustments to teaching when
receiving the student feedback or did adjust from receiving the feedback shown in the theming of
the data.
Results
The results and themes were driven by the three data collections: a feedback reflection
survey, an individual interview, and a letter-writing prompt. All participants were asked the same
14 open-ended interview questions. After completing the interviews, each participant was
emailed the letter-writing prompt instructions. All participants were given back their transcribed
interviews to examine and provide corrections and additions as a form of member checking. The
data collections were analyzed to identify words, phrases, sentences, or paragraphs that described
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the participants’ experiences with the phenomenon. These meaning factors were utilized to
develop themes related to the feedback intervention theory to guide the study (Kluger & DeNisi,
1996).
Themes Identified in the Data Collection
In the preliminary examination, 37 themes arose and were coded from the data
collections from the first four participants. Although two additional codes arose in the fifth
participant collection, no new information was discovered in the analysis of interviews six
through ten, only validating the themes formerly recognized in the initial five data collections.
Table 2 illustrates the data collection participant number by which the saturation threshold was
reached. The thematic saturation method was used to show how qualitative research can be given
rigor and validation, as seen in quantitative research, bringing the knowledge of saturation to a
numerical approach (Guest et al., 2020; Spencer, 2022). The saturation calculation was
determined by utilizing a base size of four and a new information threshold of ≤ 5%, resulting in
thematic saturation at 4+1 data collections (Guest et at., 2020). The base of four refers to the first
run in the thematic saturation resulting in 37 individual themes. The new run examined the
following two participants for new themes. Presented in the fifth participant's data collection was
found one new theme. In the sixth, no new themes were found. Therefore, the one new theme
was divided by the total number of themes (37) to produce a saturation rate of 2.7%, meeting the
threshold of thematic saturation (Guest et at., 2020). In addition, thematic saturation is a tool
utilized to highlight the exact point of saturation and brings trustworthiness to the research.
Table 2
Thematic Saturation
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Data Collection
Participant
Number

1

2

3

4

5

6

7

8

9

10

New Themes per
Participant

20

8

5

3

1

0

0

0

0

0

New Themes in
Run
New Themes per
Run

1
1

= 2.7%
37
Note: Participants 1 thru 4 indicate the base run highlighted in gray. Participants 5 and 6 indicate
the new run highlighted in black, yielding a thematic saturation ≤ 5.0%. A Simple Method to
Assess and Report Thematic Saturation in Qualitative Research (Guest et al., 2020)
The identification of themes came from analyzing the initial coding, creating intermediate
coding, and removing data not pertinent to the research. I removed personal biases and
experiences utilizing Moustakas's (1994) epoché for qualitative analysis. Using the qualitative
data analysis software Delve, I documented, assembled, condensed, eradicated, and grouped
data, eventually recognizing and confirming developing themes (Moustakas, 1994). The coding
development utilized Delve software to organize and store the data. I did follow Moustakas’
(1994) data analysis by utilizing horizonalization and delimited meanings to find the textural and
structural synthesis within the data aided by the Delve software. Thus, generating an account of
the professors' experiences with receiving student feedback is understood through a connotation
and association of significant concepts. The four themes were developed by creating and
triangulating the data using the reduction progression (Moustakas, 1994). The themes that
developed were: (a) acceptance of feedback, (b) timing, (c) benefit, and (d) emotional yield.
Table 3 illustrates the number of participants whose comments aligned with the identified
themes, indicated by an X in the appropriate box, during data collection.
Table 3
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Main Themes to Data Collection
Theme
Acceptance
of
Feedback

Bethany
X

Abigail

Jasmin

Matthew

Luke

Jeff

Gideon

Kiefer

Daniel

Jack

X

X

X

X

X

X

X

X

X

Timing
Benefit
Emotional
Yield

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

For each main theme, sub-themes emerged. For example, from the theme of acceptance
of feedback, sub-themes were: (a) perception of feedback and (b) type of feedback. From the
theme of timing, the sub-theme of timing outside the end of term. From the benefit theme, two
sub-themes were: (a) students receiving benefits and (b) clarity aligning understanding. Finally,
the theme of emotional yield also provided a sub-theme of motivation.
Acceptance of Feedback
The main theme of acceptance of feedback refers to the professors' ability to perceive
student feedback as suitable or adequate or the willingness to tolerate that feedback for use.
Kluger and DeNisi's (1996) feedback intervention theory is the cornerstone of this theme. The
acceptance of student feedback varied from participant to participant; however, the importance
of receiving feedback did not. Thus, all participants were willing to accept the feedback
regardless of the use or non-use of that feedback. For example, Jack stated, "Oh, I always looked
forward to student evaluations. They (student evaluations) always helped me to be better at my
craft." Kiefer suggested, "I think that accepting student feedback gives us (professors) the chance
to implement it now and fix what may be thought of as a problem in the course." Again, all
participants shared a level of acceptance from receiving student feedback.
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Furthermore, the professors could also discredit student feedback. Matthew said, “… I
can’t say that the feedback (from students) was good in the sense that it helped me. You know,
modifying my classes or my teaching style. For that, I found them to be pretty much worthless,
to be honest.” There is a disconnect between the feedback and the acceptance of that feedback.
However, some professors like Kiefer found acceptance through repetitive means, “I would like
to think that hearing it enough (feedback) allowed me to say, hey, this is really something that I
need to make an adjustment for or to.”
While the acceptance of receiving student feedback examined something that is utilized
and, for some, not at all, the underlining understanding is that all participants receive student
feedback. The professors said, "student feedback is always received, but not always used." The
professors then accepted the information by either adjusting, waiting to hear the same feedback
more often from other students, or choosing to do nothing with it. The paramount understanding
of the acceptance of feedback comes with two sub-themes discovered throughout the data
collection. They are as follows: judgmental perception and type of feedback aided the professors'
acceptance of student feedback.
Judgmental Perception
The judgmental perception of professors receiving feedback refers to the participants'
general predetermined disregard for utilizing student feedback (see Table 4). The general regard
is based on their past experiences and how student feedback is judged after receiving the student
feedback. For example, Jasmin stated, “But the feedback we get is very generic, and it’s sort of
like would you rate this professor? Would you take this professor again for another course? Did
you like the textbook? Those things don’t help me much.” Her judgmental perception of
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receiving student feedback was focused on her past experiences and, for her, the lack of
importance placed on receiving that feedback.
Furthermore, Gideon stated, “…students complained about workload, and if it is a
graduate class, I typically don’t put much stock into that because I feel like a graduate
coursework, especially at the doctoral level, is supposed to be rigorous.” Brittany went further to
show her judgmental perception, “The one bit of advice that I would give you is to look at the
majority response and not to dwell on the negative comments of a few students.” Overall, all
professors demonstrated a level of judgmental perception for receiving student feedback.
Table 4
Judgmental Perception Sub Theme
Judgmental Perception = refers to the participants' general predetermined regard for
utilizing student feedback
Bethany Abigail Jasmin Matthew Luke
Jeff
Gideon Kiefer Daniel
Jack
X
X
X
X
X
X
X
X
X
X
Type of Feedback
The type of feedback refers to the professors' expressed form of feedback they received
(see Table 5). The expressed form of feedback professors experienced was divided into two
parts, formal and informal. The formal feedback was chiefly stated from all participants as "end
of the course surveys or evaluations." The formal end-of-course surveys were administered at the
end of the course; some participants found them to be "lacking influence while others enjoyed
them." For example, Abigail stated, "Surveys are meant to help improve on teaching methods,
curriculum, classroom location, technology in the class, or the length of the class." Whereas 70%
of professors stated that informal feedback was the more desirable form of student feedback
“leading to [an] alignment of the coursework.” Daniel said, "Honestly, I think the most
significant feedback I get from students is probably outside of the formal feedback process."
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Furthermore, the informal feedback from students examined more of the day-to-day
interactions between the professor and the students. For example, Daniel stated, "…on a daily
basis I use nonverbal feedback. I can read a room [and] see students when they're engaged [and]
when they're not. And so those sorts of informal types of feedback I respond to." Furthermore,
Jeff said, "I feel no survey will ever communicate better what you witness from the students in
your classes."
Additionally, all professors’ students were giving end-of-the-term feedback methods;
however, not all professors received that data. Jasmine stated, “I get the end of term feedback if
they turn out [student completion] reached the threshold to receive that data.” However, it was
found that many participants considered informal feedback more valid than formal type. Gideon
stated, "honestly, I think the most significant feedback I get from students is probably outside the
formal feedback processes." Furthermore, Abigail said the most significant experience receiving
student feedback is "just verbal conversations [informal feedback] through the semester." Luke
stated that having some "informal feedback would produce some good response, and I think it
would be a good thing for us to do [with the students]."
Table 5
Type of Feedback Sub Theme
Type of Feedback = refers to the professors' expressed form of feedback they received
Bethany Abigail Jasmin Matthew Luke
Jeff
Gideon Kiefer Daniel
Jack
X
X
X
X
X
X
X
X
X
X
Timing
The main theme of timing refers to when a professor receives feedback from students. All
participants stated that their "formal feedback came in at the end of the semester." Jeff stated,
"We receive feedback in formal methods through the end-of-course surveys." Daniel said, "But
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now, generally, I expect to get that feedback at the end of the term." Brittany also stated, "I think
the majority of students complete the evaluations, and we do not get that until the end of the
semester." However, all professors thought student feedback was valuable during the semester..
Abigail said, "I think it is good to get feedback throughout the semester." While the universal
formal feedback experience received by all the participants happens at the end of the course of
instruction, a sub-theme presented itself from the data collections of timing outside of the end-ofterm evaluations.
Ineffective Timing
The professors viewed the timing of receiving student feedback as "something to be
changed." Eighty percent of the professors stated that the timing of the end-of-term feedback was
insufficient and largely ineffective (see Table 7). At the same time, 100% of the professors stated
that if student feedback came faster, it would be beneficial. Most commented that having
feedback sooner would "make an impact for the current student," allowing enough time to make
changes. For example, Jasmin stated, "But there's no middle ground, and it comes so late in the
semester, I feel unfortunate, we're kind of all finished with this semester, and so then I don't get
anything that I can use."
Furthermore, Jeff stated, “always come in [student feedback] near the end of the
semester, and the students are pretty much done. The instructors are pretty much done.” Bethany
said, “I think if we did it at midterm, it would be so much better because that’s such a critical
part of the semester.” Additionally, professors explained that the end of the term feedback "is
simply too late to make adjustments" and, in some cases, even adjustments for the next term. For
example, in Matthew's conveyed, "…end of the semester feedback would have to be such that it
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would help me for the following semester if you taught the same exact class; but I did not,
freshmen feedback is different from feedback graduate students.”
Kiefer said, "Timing is important, but really, for me, it is the use of data and if we can get
that feedback sooner rather than later." Jack said, "By four weeks, I would know how students
feel and have a pulse of the class." Furthermore, Gideon reinforced, "I like the idea of getting
anonymous feedback from them [students] in the middle of the course." Ultimately, the
professors presented a timing element; however, no single timeframe was shared by the
professors that would eliminate the ineffective timing.
Table 6
Timing Outside of the End of Term Sub Theme
Ineffective Timing = refers to the participants either having done or wanting the option of
feedback other than at the end of the semester
Bethany Abigail Jasmin Matthew Luke
Jeff
Gideon Kiefer Daniel Jack
X
X
X
X
X
X
X
X
X
X
Benefits
The main theme refers to finding benefits in receiving student feedback that could result
in a lack of perceived benefit if no actions were taken. Jasmin stated, "Focus on it [feedback]
benefit to you and your students." Gideon said, "Look for the patterns in what students are telling
you over time to help accurately identify your strengths and growth areas." All participants found
"benefit from the process" of receiving student feedback. Luke stated, "I use it [student feedback]
as a teaching tool for myself as well." Two sub-themes emerged from the data collection: student
benefit and clarity.
Student Benefit
The sub-theme of student benefit refers to the students receiving an advantage based on a
professor's understanding of the feedback they received from students (see Table 8). All
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participants commented on "making changes based on the needs of the students" from receiving
feedback. For example, Brittany said, "If several students were saying they needed more
information or more help, then I would have changed that for them." Kiefer continued, "Then
make it a better experience for all of us, and maybe that student would have tried harder if I
made that adjustment after receiving their feedback.”
Table 7
Student Benefit Sub Theme
Student Benefit = refers to the students receiving gain based on a professor’s understanding
of the feedback they received from students.
Bethany Abigail Jasmin Matthew Luke
Jeff
Gideon Kiefer Daniel Jack
X
X
X
X
X
X
X
X
X
X
Clarity Aligning Understanding
The sub-theme of clarity aligning understanding refers to the removal of
misunderstanding and the quality of being coherent to receiving student feedback (see Table 9).
When receiving student feedback, all participants talked about how clarity was vital to "become
better for the next iteration or student." The use of clarity opened the professors to align better
"understanding and fill knowledge gaps" concerning their students. Gideon said, "I've used it to
clarify my expectations to communicate more clearly." Jack said, "I could anticipate the needs or
know concerns easier, allowing for a clearer and more concise lecture."
Table 8
Clarity Aligning Understanding Sub Theme
Clarity Aligning Understanding = refers to the removal of misunderstanding and the quality
of being coherent to receiving student feedback.
Bethany Abigail Jasmin Matthew Luke
Jeff
Gideon Kiefer Daniel Jack
X
X
X
X
X
X
X
X
X
X
Emotional Yield
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The main theme of emotional yield referred to the emotional outcome when the
professors received feedback from students. Thus, the emotional yield either resulted in a
positive or negative association based on receiving that student feedback. All participants
responded emotionally to receiving feedback from a positive or negative perspective. The human
nature of the participants made it "difficult to avoid taking it personally [student feedback]," as is
aligned with Kluger and DeNisi's (1996) feedback intervention theory. Jasmin stated, "It's not
always easy to take the criticism sometimes. It feels personal." However, Gideon said,
"…student feedback is not something to be feared." Abigail furthered the understanding,
"depending on their behavior and the class. I guess that I kind of expect to get something
negative." All participants had a moment when they "were surprised" by the student feedback.
Kiefer stated, "You want the feedback coming from students as the purest form of intentions.
The purest form of intentions led many participants to the sub-theme of motivation.
Motivation
The motivation sub-theme refers to a professor's reason for acting or performing in a
specific manner based on student feedback (see Table 10). Of the participants, 80% expressed
positive motivation regarding receiving student feedback. The other 20% mentioned motivation,
but "they were not motivated by the feedback" they received. Therefore, the participants who did
have positive motivation from the feedback expressed "excitement for receiving feedback," and
they "looked forward to it." Gideon stated, "The affirmation they give about the course design
and especially about my knowledge of the field and my passion for the topic keeps me
motivated." However, Brittany experienced negative motivation: "That is difficult for us as
human beings to see that we have something [in] ourselves that we need to change." Regardless,
motivation is linked to the emotional yield found in the participants. The motivation examined
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the improvement of self-knowledge or gaining nothing from the interaction of receiving student
feedback.
Table 9
Motivation Sub Theme
Motivation = refers to a professor's reason for acting or performing in a specific manner
based on student feedback.
Bethany Abigail Jasmin Matthew Luke
Jeff
Gideon Kiefer Daniel Jack
X
X
X
X
X
X
X
X
Outlier Data and Findings
One outlier in the data collection could be the subject of future research studies.
Race or Gender Inequality
One participant, Luke, spoke about the possible impact of professors receiving feedback
from students based on the race or gender of the professor. Luke said, "…that there are some
factors that play as it relates to feedback with professors and a few of those factors include being
perceived… a foreigner, you speak with an accent. If you are black, if you are female." He feared
that those factors influenced the feedback students gave to professors. Luke stated, "It's not
something that I look for; but if I got a three on some factor [or five], that's because of my accent
or race. So, I look at it as, ok, I got a three. What can I do next time so I can bump it up?"
Summary of Themes
Moustakas' (1994) data analysis was employed to examine and find the essence of the
lived experiences of professors receiving student feedback. In this process, understanding is
revealed by using the textural and structural accounts produced by integrated accounts, capturing
the essence of the phenomena. Thus, while the essence of any experience can never wholly be
known, the themes are the best judgment of the phenomena found in the textural-structural

104

combination on behalf of the essence at the submission moment in time and setting (Moustakas,
1994).
Therefore, the four main themes found in this research aligned and leveraged the
professors’ shared experiences. The themes of acceptance of feedback, timing, benefit, and
emotional yield were the culmination of Moustakas’ (1996) data analysis process using the
transcendental phenomenological methodology based on the lived experiences of the professors.
The main themes were found to explain the essence of the phenomena and asserted the needed
clarity from the data collection. Ultimately, the themes aided in the discovery of the phenomena.
Research Question Responses
The research was directed by a central research question and three sub-questions
designed to discover the lived experiences of professors who received student feedback. The goal
was to ascertain what factors may influence the professors to use student feedback. Four themes
were identified from the data collections in the previous segments. This section links the
developing themes with the relevant research question.
Central Research Question
What are the lived experiences of professors when receiving feedback from students? All
participants experienced a rich and profound encounter with the phenomenon of receiving
student feedback. The participants varied in their accounts based on their experiences receiving
feedback from students and recognized features that allowed or repressed their use of that
information. Luke said, "You do what you're supposed to do, and so when there's feedback, it is
what it is." Student feedback is used universally in institutions; however, the professor's shared
experiences differed based on their views. Matthew said, "We were required to do those [student
feedback evaluations], so they were used for tenure promotion decisions and consideration for
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raises…." However, he liked the informal feedback he received, "it was mostly the written
comments of students that reinforced the approach that I took to my teaching…." Gideon showed
a change in receiving feedback from students. "I've kind of changed a little bit about the way I've
done that over the years, from formal to informal, from midterm to end of the term…." His lived
experience with receiving feedback from students "[student feedback] was important, as is to
gauge whether their thoughts were about what they got from me."
Sub Question One
What motivational outcomes, positive or negative, are discovered from the professors
receiving feedback from students? While all participants experienced positive and negative
emotions regarding feedback, not all participants were motivated to use student feedback as it
pertained to formal end-of-term surveys. Two participants, Jeff and Matthew, stated: "no
motivational reaction" to receiving formal student feedback. However, all participants did find
motivation from informal feedback. Gideon said, "…and if there is something valuable that I can
use to improve courses or to improve what I do, I try to take that seriously…." Brittany found
motivation in feedback to "continue to improve or to implement new methods, so look at
feedback as a valuable tool…."
The experience between the positive and negative impact on outcomes is separated and
connected to the participants' motivation. Abigail referred to "students that do give meaningful
feedback," which led the way for her to be "motivated to continue my path." Jake looked to
"address concerns, to anticipate concerns from students," and he leveraged his motivation to
better the course for the students. Finally, Luke wanted to "use different motivation techniques to
complement the experiences I had with receiving student feedback."
Sub Question Two
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What discovery of outcomes based on when professors received feedback from students
did the professors have post-feedback? The participants universally established the timing of
receiving feedback as being found "at the end of the semester." The formal feedback received by
the participants looked to "always come in the near end of the semester, and the students are
pretty much done." Jasmin said, "I think there should be earlier checkpoints." Kiefer furthered
the idea: "So, sadly, for me, it comes at the end of the student experience in my class, and I wish
it would come sooner." Some participants expressed a need for a midterm evaluation to aid in the
timing of receiving feedback "when that feedback could have made a difference." Jeff said, "I
don't think we've [faculty] ever gotten feedback at week four. I think you could adapt some
things."
In contrast, Brittany and Abagail liked the format of student feedback at the end-of-theterm and thought the "process was great for their needs." However, both ladies expressed the
need to search out feedback during the term based on "informal methods of reading the students
during class." Overall, professors stated that the end of term feedback is insufficient due to the
inability to make timely changes based on student feedback. The professors also indicated the
need for a faster approach to feedback, some stating a mid-course evaluation would be
beneficial.
Sub Question Three
How do professors utilize student feedback? The participants universally considered
using student feedback as "trends and patterns" to adjust the course work. Gideon said, "if you
actively solicit student input into your teaching, you can obtain even richer information that will
help you improve your teaching practice over time." However, Kiefer said, "feedback is scary, it
makes me apprehensive, but also you want the feedback in the end." Luke implemented a
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utilization philosophy to "see things that students would say, and it's like, ok, let me fine-tune
that a bit and tweak it." The participants varied in thoughts from their experiences based on their
interactions with receiving feedback and if they felt "the feedback was legitimate" to them.
Jasmin said, "I wish it had more value to me than it does. I think it's a check the box sort
to a task that administration gets through the process." Kiefer confirms that idea," They check the
box to say it's complete." The participants' experiences showed that the "validity of student
feedback made the difference" to use it or not. Daniel stated,
“I’m also mindful and maybe even a bit skeptical of all the things that can skew or make
less useful the formal types of feedback. So, it doesn’t mean I discount it at all. It’s just
that I’m mindful of it, and I keep that in mind.”
The participants utilized what they perceived as helpful student feedback and incorporated those
thoughts into future classes.
Summary
Chapter Four provided a comprehensive account of the research professors and reported
the findings in four sections. Where the combined tenure of the 10 participants generated over
200 years of experience teaching in higher education institutions. The participant data collections
discussed in the first section identified the prominent themes. The main themes were aligned
with the sub-themes in the second section. Each theme provided attritional sub-themes based on
the participants' lived experiences from the data collections. For example, the main theme,
acceptance of feedback, produced the sub-themes of judgmental perception and type of feedback.
Timing, another main theme, produced one sub-theme named timing outside the end of the term,
where eighty percent of the professors stated the inability of current formal feedback methods
and the need to receive student feedback at faster intervals. Next, the main theme of the benefit
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provided the sub-themes of student benefit and clarity, aligning understanding, concluding with
the main theme of emotional yield, which discovered the sub-theme of motivation.
The central research question and the sub-questions were detailed and analyzed. Each
participant's experiences receiving feedback from students were scrutinized and aligned with the
fitting sub-question. Participating in their relationship with receiving feedback from students, the
professors gained knowledge and insight into feedback goals. The four significant themes that
emerged from this study were acceptance of feedback, timing, benefit, and emotional yield. One
outlier was found based on race and gender inequality. The inequality of race and gender was not
a focus of the study and was deemed an outlier for future endeavors.
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CHAPTER FIVE: CONCLUSION
Overview
The purpose of this transcendental phenomenological study is to describe the experience
of using student feedback for professors at higher-education accredited institutions in the United
States of America. In addition, the goal is to ascertain the factors that may influence the
professors' use of student feedback. Chapter five discusses the findings aligning with the themes
developing in the data analysis. Next, the implications for the findings, followed by the
limitations and delimitations leading to the recommendations for future research. Finally, chapter
five concludes with a proposal for a new timing theory.
Discussion
The research in all chapters and data collections aligned with the literature on the benefits
of the students who received feedback. The universal understanding that feedback is essential
and is considered a valuable tool rallies the need for this study. However, comparatively few
studies have contemplated the factors influencing professors' use of student feedback. For
instance, studies have shown that the need for professors to receive feedback is paramount, yet, a
complete understanding of what happens with that data reflects a gap in the literature.
Furthermore, the research showcases the gap in literature centered on the timing of when
professors receive student feedback.
The theming and sub-theming link the need for more understanding and the possible
focus of more formal feedback experiences being available to professors faster. The timing factor
calls for and suggests examining the informal and formal feedback methods to make student
feedback more meaningful for both the student and the professor. Furthermore, examining the
timing factor suggests the need for a new timing theory. Therefore, the professors' perspective is
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critical to gaining a higher level of rich and profound understanding of the features that motivate
them to use the received feedback.
Subsequently, in the thematic analysis of three data collections (feedback reflection
survey, interviews, and a letter-writing prompt), four main themes arose that aligned with the
theoretical framework guiding the research using the feedback intervention theory created by
Kluger and DeNisi (1996). The following segments will reveal the explanation of these themes.
Next, the inferences for practice and the theoretical and empirical implications will be examined.
Finally, delimitations and limitations are measured, trailed by recommendations for future
research.
Interpretation of Findings
The interpretation of findings begins with the rationalization of using feedback
intervention theory to guide the theming and sub-themes. Then, an overview of the significant
interpretation of the themes is provided. Finally, the interpretation of findings concluded with
three paramount interpretations: the significance of the perceived validity of feedback,
implications of feedback, and personal investment.
Summary of Thematic Findings
The rationalization of using feedback intervention theory aligns with the main themes and
sub-themes by understanding the summarized consequence performance measures outlined by
Kluger and DeNisi (1996). Therefore, the feedback intervention theory was the guiding
theoretical framework used in this study. While Kluger and DeNisi (1996) outlined multiple
outcomes for the feedback intervention theory, I summarized from Kluger and DeNisi's (1996)
feedback intervention theory four primary outcomes for this study: (a) effort levels, (b) task
completion, (c) attention to learning, and (d) attention to self. All four outcomes are based on the
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effects of feedback intervention by induced attention to task-motivation, task-learning, and metatask processes and their consequences on performance (Kluger & DeNisi, 1996).
Effort Levels. The effort levels refer to the degree to which a professor used or did not
use student feedback. The effort level is what is behind receiving student feedback. Kluger and
DeNisi (1996) suggest that effort is either reduced, increased, or maintained during the
presentation of a task. When the effort is utilized to gain opportunity or reduce discrepancy
within a tasking, effort levels change. The effort levels range in three ways: maintain, continue,
or stop. If the effort were applied, that individual would raise the standard and increase focus on
the task. If the effort were reduced, that individual would stop or maintain the task, and no other
change would occur. Therefore, upon receiving that student feedback, the professor initiated a
level of acceptance by validating the feedback they received from the student and increasing
their effort to make a change, or they disregarded the student feedback. For example, a professor
is presented with student feedback that targets the textbooks used in their course. If the professor
accepted the feedback and it was found to be validated, energy, time, and communication would
have transpired. Therefore, a new textbook may be presented or additional course materials
inserted into the curriculum. Conversely, if the professor did not validate the student feedback
and the effort level was maintained or stopped by receiving the student feedback, no change
would transpire. The effort level is the guiding presence to the main theme of acceptance of
feedback.
Task Completion. Task completion is the hastened, prolonged, or resigned use of
feedback (Kluger & DeNisi, 1996) when a professor does something after receiving student
feedback. Task completion is the timing element of receiving student feedback. Completing a
task depends on whether the individual plans to do something with the feedback they receive.
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The professors receive feedback from students, and from that point in time, the professor is
motivated, either positively or negatively, to implement an action based on that feedback. The
action is stimulated when a professor chooses to use student feedback to implement their tasks or
make no adjustments to those tasks. For example, continuing with the professor receiving
feedback from their student about a textbook, the professor immediately implements new course
material for the student or class based on the student's feedback. The professor in this example
chose to implement the new course material in a hastened fashion. Directly impacting the current
student or students by completing the task of addressing the textbook feedback.
Conversely, the professor could have chosen not to add anything during the current
course but instead to the next semester or not to add any course material. The professor chooses
the time to implement any or no changes upon receiving the student feedback and completing the
task presented to the professor. Therefore, task completion guided the main theme of the timing
of when a professor receives student feedback.
Attention to Learning. Attention to learning is ascertaining information or data that
could influence positive or negative decision-making affecting another person. Attention to
learning is the benefit another person receives from the professor receiving feedback. However,
attention to learning does not guarantee a performance improvement if the task is taken for
granted or was not used. For example, the textbook feedback the professor received from a
student where the professor hastened the insertion of new course material provides a benefit. The
benefit is not directed to the professor, as the added course material adds work, but rather to the
student. The student could benefit from a range of options: clarity, understanding, and
acknowledgment of their actions.
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Conversely, the professor could choose not to add anything when receiving feedback
about the textbook, thus, not creating more work for the professor and not improving the student
performance measures. The student does not benefit from giving the professor feedback, and the
course remains the same. Regardless, the benefit is shown throughout the attention to learning.
The choice to capitalize on the feedback is left to the professor's discretion. Therefore, attention
to learning guided the main theme of benefit.
Attention to Self. The attention to self focuses on the receiver's internal understanding of
receiving feedback. Attention to self is the personal emotional yield, positive and negative, that
professors receive from student feedback. Attention to self differs from the previous attention to
learning as performance measures directly impact the professors' point of view, providing
performance measures the professors received: understanding, clarity, acknowledgment of work,
and alignment with students–for example, the professor's student feedback about textbooks in
their course. Regardless of a positive or negative emotional yield, the professor could leverage
personal performance measures from receiving the feedback. For example, the professor who
hastened the insertion of new course materials benefits by understanding what the student needs
and has clarity of the barriers to instruction from the student.
Conversely, the professor who did nothing with the student feedback about textbooks in
their course does not benefit from the student feedback. The professor chose to continue with
what they have always done or simply chose not to listen to the feedback. No energy or time is
spent outside the reality of the professor for personal outcomes.
Attention to self benefits the professors' performance measures that led to discovering the
emotional events that transpired from professors receiving student feedback. Therefore, the
emotional understanding of positive or negative feedback is aligned with the receiver of student
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feedback. Some people use both types of emotional outcomes (positive or negative). Others do
not. Both result in the understanding of the main theme of emotional yield. Thus, attention to self
guided the main theme of emotional yield.
The chosen summarized four outcomes adhere to the feedback intervention theory and
aid in the research to find the essence of the phenomena (Moustakas, 1994). This study
ultimately discovered what outcomes transpired when the professors received student feedback.
Therefore, the four summarized outcomes from feedback intervention theory align and help drive
the research results. The summarized outcomes allowed for a more prosperous and deeper
understanding of the phenomena and aided in the formation of the main themes and sub-themes
of the research.
Figure 7 depicts the feedback intervention theory summarized outcomes aligning to the
main themes and sub-themes derived from this study's participant data collections. The themes
and sub-themes are associated with the four main summarized outcomes from the feedback
intervention theory (FIT) detailed by Kluger and DeNisi (1996). These themes are all pertinent to
the purpose of the study and are the cornerstone of my interpretations.
Figure 7
Summary of FIT Outcomes to Sub-Themes
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Note: Thematic findings aligned to Summarized Outcomes of Feedback Intervention Theory (Kluger &
DeNisi, 1996)

Interpretations
My interpretations of the research data are summarized in the sections below. First, I will
describe my interpretations of the perceived validity of feedback in the lived experiences of
professors receiving feedback from students. Then, the implications of feedback were found after
interpreting the perceived validation of feedback. Lastly, the interpretation of personal
investment was found after the initial two interpretations (perceived validation and implication of
feedback). All interpretations came from the participants' lived experiences and are the critical
understanding of the research to discover the use of student feedback from professors (see Figure
8).
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Figure 8
Stages of Feedback Implementation

Perceived Validity of Feedback. The perceived validity of feedback consistently
revealed data that examined the validity of the student feedback for professors. The
phenomenon's essence was the professors' use of student feedback, and a significant contributor
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was the professors' perceived validity of the feedback. The word validity refers to the quality of
association between the feedback receiver and where that feedback came from. Thus, the
professor is the receiver, and the student is the giver. The validity came in many forms:
authoritative to subordinate, acceptance, significance to the professor, and clarity, to name a few.
The validity aligned all connections between the participants, the literature, and the feedback
intervention theory. The participants routinely spoke of how the feedback was used or not used
based on how that feedback ultimately resonated with them–validation of data. The professors
needed to validate the feedback to find if it was worthwhile, which provided the association with
the summarized outcomes of feedback intervention theory.
The added knowledge from this study examines the perceived validity associated with
receiving feedback. The professors' effort level to reduce, increase, or maintain specific actions
was based on the validity of the feedback they received from their students. The differences
between the participants led them to different outcomes based on their perceived validity of the
student feedback. Some found new ways to improve upon instruction tasks or for subject matter
to be clarified. Others found no motivation transpired when they formally received student
feedback, thus, they did not validate the feedback, reducing or maintaining their current teaching
methods. Therefore, the individual professor’s perceived validation of the student feedback
impacted the phenomena resulting in a decision to use the student feedback or not to use the
student feedback. The perceived validation of feedback leads to the second interpretation of
implications.
Implications of Receiving Feedback. The implication of receiving feedback refers to the
current or potential use of the student feedback to affect change in the professor–resulting in a
choice. Only once the participant validated the student feedback was the implication of receiving
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feedback possible. The implication of receiving feedback results in a change stimulated by the
professors' choice after receiving feedback; therefore, this change in professors can be seen in
various actions impacting different levels of improved performance measures. For example, the
professor's choice was seen in a change to the curriculum, improvement of soft skills, and clarity
between the professors and students. The choice examples showcase the change seen in the
professors by the implication of receiving feedback.
Using student feedback validates the actions to the four summarized outcomes of
feedback intervention theory: effort, task completion, attention to learning, and attention to self,
and allows the phenomena to be wholly discovered. Even the inaction or non-use of student
feedback indicates the implications of choice. For example, when the professor chooses not to
use the student feedback, the change was found to be lacking and resulted in no action or quitting
that task (Kluger & DeNisi, 1996), allowing it to be justified by the professor. The inaction can
be linked to the first interpretation, where the professor did not validate their feedback and
implemented no change to their actions. The professor can either use or not use student feedback,
and the professors choose to use or reject that feedback resulting in the change that results from
the implication of receiving feedback.
Personal Investment. While all participants had an end-of-term survey administered by
the institution they belonged to, the personal ownership of the student feedback determined
merit. The interpretation of personal investment is stated last on purpose based on the need of the
professors to have validated and to have shown an implication of receiving feedback. The
interpretation of personal investment can be seen in personal time, energy, effort, and
conclusions which were present in all participants regardless of use. Feedback is a personal
endeavor that aligns the giver and receiver. Therefore, the personal investment in the feedback
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happens after the professor validates, and the implications of receiving feedback are made by
showing that a choice has been made and ownership has been asserted.
The personal investment of ownership attached a level of direct involvement to the
feedback resulting in an actionable process. The actionable process gives meaning to the
professors' actions to make changes and deliver new choices in their work environment
presenting new outcomes based on feedback. Thus, personal investment is an interpretation that
happens after feedback has been validated and the implications of receiving that feedback are
found, yielding final effect outcomes based on the progress of interpretations. The final effect
outcomes culminate all three interpretations' processes and lead to new performance measures.
New performance measures could include implementing new teaching practices, different course
assignments, or a change in professor teaching techniques (videos, new textbooks).
However, not all the professors made a personal investment based on the lack of
ownership from receiving student feedback. For example, if the first two interpretations of
validation and implications did not yield a change to the professor, then no personal investment
would occur. Instead, the professor dismisses the feedback they received and continues to teach
or instruct in the same manner they previously did.
Student feedback is an individual experience that only the professors could choose to use
or not. The interpretations showcase and lead to a better understanding of the shared experiences
of the professors in the research. Where the combined tenure of the 10 participants generated
over 200 years of experience teaching in higher education institutions validating their lived
experiences with the essence of the phenomena. The importance of student feedback never
wavered among the professors as a needed and valuable tool. Thus, the essence of the
phenomena is directly impacted by the professors' decisions and willingness to utilize the data.
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Theoretical and Empirical Implications
The theoretical and empirical implications of the findings are examined in this section.
The theoretical implications were utilized using the summarized performance outcomes from
Kluger and DeNisi's (1996) feedback intervention theory. Henceforth, the investigation of the
summarized outcomes considered the interpretations of the findings through four main attributes
outlined in the summarized four outcomes of the feedback intervention theory. The empirical
implications were observed through the information derived from the lived experiences of the
professors receiving feedback from students.
Theoretical Implications
This research was guided by the theoretical framework of the feedback intervention
theory. Explicitly, the study scrutinized the lived experiences of professors receiving feedback
from students from the perspective of four summarized outcomes based on Kluger and DeNisi’s
(1996) feedback intervention theory. The summarized outcomes aligned this study's discovered
themes based on the codes revealed from the participants' data collections. The four summarized
outcomes presented were effort level, task completion, attention to learning, and attention to self.
The effort level outcome refers to the degree to which a professor used or did not use student
feedback. Task completion is feedback's hastened, prolonged, or resigned use (Kluger & DeNisi,
1996). Attention to learning is the ability to ascertain information or data that could influence
personal gain or decision-making. Lastly, the attention to self focused on the receiver's internal
understanding of receiving feedback.
The themes that emerged from the participants lived experiences with receiving feedback
from students connected to the summarized outcomes: utilization (effort), timing (task
completion), benefit (attention to learning), and emotional yield (attention to self). The
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investigator's understanding of these discoveries supported the belief that feedback intervention
theory was a fitting framework for this study. The belief was based on understanding the use of
student feedback by the professors in the study. The summarized outcomes of the feedback
intervention theory align with the professors' shared experiences regarding receiving student
feedback.
The professors who receive feedback from students are either motivated to do something
with the acquired knowledge or not. Furthermore, the relationship between positive and negative
feedback has no bearing on the outcome for the receiver, as both emotional responses can
stimulate the individual to make new standards or not to use the feedback given (Kluger &
DeNisi, 1998; Kluger & DeNisi, 1996). Therefore, understanding that feedback intervention
theory does not focus on a positive or negative; instead, the outcomes of receiving the feedback
are paramount (Kluger & DeNisi, 1996, Levy et al., 2020).
The research discovered that the summarized outcomes from the feedback intervention
theory were influential throughout the participants' lived experiences with receiving student
feedback. The summarized outcomes of feedback intervention theory were valuable in gaining a
more detailed understanding of the elements that influence the use or non-use of feedback. As
the findings emerged, it became evident that the interpretations aligned with the summarized
outcomes provided by the feedback intervention theory. Figure 9 exemplifies the connection
between these features.
Figure 9
Connection Between FIT Outcomes and Interpretations
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Note: The four summarized outcomes of FIT (Kluger & DeNisi, 1996) lead to the Interpretations resulting in the
alignment of the theory and the interpretations

Empirical Implications
The research aimed to describe the experience of using student feedback for professors at
higher-education accredited institutions in the United States of America. This research confirmed
the understanding and use of student feedback as critical factors in the research (Hattie &
Timperley, 2007; Henderson et al., 2019a; Henderson et al., 2019b; Henderson et al., 2019c).
Furthermore, the research added to the field's literature by confirming the need for feedback and
the importance of feedback serving as a tool for professors (Carless & Boud, 2018; Ryan &
Henderson, 2018). In addition, the connection between the validity of feedback influencing the
implications of using student feedback appears to agree with current research (Rollett et al.,
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2021). Overall, the discoveries acquired from the participants' lived experiences confirm and
support the literature previously studied.
Limitations and Delimitations
The most significant limitation of this study were the ethnicity of the participants
producing the one outlier presented earlier. The ethnicity limitation was based on having one
minority person in the participant pool, which could account for the outlier in the race or gender
inequality suggested by the participant. It would be interesting to address this limitation in future
studies to see if it affects the findings. In addition, two delimitations were identified for this
study. The first is the criterion for recruiting participants. The second is the selection of a
transcendental phenomenological approach.
Participant Recruitment
The participants were gathered from two institutions in the United States of America. The
participant recruitment was done based on the snowball sampling method and the limited
researcher knowledge of willing participants. However, the chief reason was the convenience of
participants based on the excellent rate of return from snowballing acquaintances. Of the initial
six participants who agreed to participate, one participant acquaintance provided 14 possible
participants, and five agreed to participate. Therefore, only two institutions were used based on
the saturation of data and the redundancy of that data.
Transcendental Phenomenology
A transcendental qualitative methodology was utilized for this study. This method was
chosen based on the need to understand lived experiences from first-person accounts of the
phenomena. I had an extensive personal bias about the ability to use feedback; however, no exact
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personal knowledge from a professor's experience. Therefore, the use of hermeneutic
phenomenology was not warranted.
Conversely, transcendental phenomenology requires using epoché (removing personal
bias) and bracketing the central research question while interacting with participants and
analyzing data. I utilized Moustakas' (1994) outlined data analysis to best attempt to remove
myself from the data. This process was paramount to discovering the participants' lived
experiences, not the researcher's experiences.
Recommendations for Future Research
The recommendations for future research described in this section are three types: factor
of timing, new perceived theoretical framework design, and ethnicity diversity. In future studies,
exploring the timing element of when professors receive feedback should be explored. While the
data from the research presents a case for a midterm analysis, the data from the research also
speaks to a possible need to modify the timing of the end-of-term survey currently employed
with the institutions of the participants. Thus, the beginning of a new research topic is
recommended in the form of a timing element of when participants receive feedback from
students. The possibility of interjecting multiple opportunities for students to provide feedback in
a 16-week course, not only at the midterm but in quicker undertakings throughout the course
term; the idea is to examine the possible impacts of feedback gathered at shorter intervals in a
semester, such as every four or six weeks. Frequent feedback intervals would aim to assess the
possible benefits to professors and students.
Second, the perceived new theoretical framework design is based on the interpretations of
the research. The proposed new theoretical framework examines the use of feedback through a
cycle of stages to discover the outcomes associated with when one receives feedback. The first
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stage validates the feedback the receiver gains. If the receiver validates that feedback, the next
stage occurs. The stage of the implication of receiving feedback results in a change based on the
choice of the person receiving feedback; if the change happens, the last stage transpires in the
form of personal investment. The personal investment results in new outcomes based on different
outcomes associated with the change that happens with the receiver; the new proposed
theoretical framework needs new and future research to either make the prosomal valid or to
disregard the possibility based on the outcomes not holding up to rigor and understanding needed
to validate the idea (see Appendix G).
Lastly, further research should be examined to discover the perceived impacts of a
diverse ethnicity upon receiving student feedback. The outlier stated the possible need to
examine the influences of the ethnicity of the professor and the outcomes related to that
professor's ethnicity based on receiving student feedback. The discovery of any perceived change
to student feedback to the professor based on the professor's ethnicity should be conducted to
further the research into student feedback.
Proposal for a New Timing Theory
Through a complex examination of the research, I found that the data collected in this
study confirms and adds to the literature surrounding the critical issue of professors receiving
feedback from students (Carless & Boud, 2018; Ryan & Henderson, 2018). The confirmation of
data collected in this study comes from the same findings displayed regarding the importance of
receiving feedback and that feedback is an essential tool. Additionally, the data confirmed that
the phenomenon of professors using feedback is found essential. However, the data presents the
need for a greater understanding to discover the possibilities of a new theory surrounding the
understanding of timing. The new timing theory would try and answer the ideas noted by
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Henderson et al. (2019) that the apprehensions that both students and staff specified that content,
style of communication, and influence for succeeding tasks could be enhanced from the current
standards and practices in place.
Furthermore, the new timing theory would attempt to solidify the research of Winstone
and Boud (2022). They examined the disentanglement of assessment and feedback in higher
education, where feedback should be examined in the course, rather than concentrating on
assessment strategies unaided, where the feedback meaning may be misaligned from the
beginning (Winstone & Boud, 2022). Additionally, the new timing theory would help answer the
argument that Dawson et al. (2019) stated the need to judge feedback performance by
discovering the improvements to work and learning strategies centered on the student.
Furthermore, the main themes found throughout this research (acceptance of feedback, timing,
benefit, and emotional yield) align with the discovery of the new timing theory. All four major
themes are interwoven into the fabric of a new theory centered on the timing of receiving student
feedback. The four summarized outcomes of feedback intervention theory (effort, task
completion, attention to learning, and attention to self) are the building blocks of the four major
themes of the current study (see Figure 11).
Figure 10
FIT to Future Theory
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Note: Future timing theory is based on the current four major themes of the current work stimulated by
the summarized four outcomes of feedback intervention theory (Kluger & DeNisi, 1996)

More precisely, the data revealed the critical need to expand the current knowledge of
when professors receive student feedback. Furthermore, two significant outcomes to the
perceived new timing theory are found from the data: a plausible new delivery method and a
timing element. Both outcomes are the perceived beginnings of the new timing theory that
represent the current research and the paramount need to uncover more regarding the timing of
professors receiving student feedback.
Figure 11
Future Timing Theory to Perceived Outcomes
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Note: The future theory and perceived outcomes align the current research to the need to discover a new
timing theory

Possible New Delivery Method
The current delivery method of end-of-the-course feedback lacks the impact of
substantial influence found in all the professors' shared experiences. Therefore, a possible new
delivery method of receiving student feedback is presented as the beginning of a new timing
theory. The new delivery method shortens the gap when receiving feedback from students seen
by the professors. All professors shared the need to have "student feedback faster to make
changes" that would be perceived to impact the student and themselves. It should be noted that
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20% of professors had used or heard of midterm student feedback but never used it moving
forward in their practices.
Therefore, a new delivery method to receive student feedback centers on new technology
in other industries like the hospitality sector. The hospitality sector showcases many tools and
software to capture and utilize feedback in their industry. For example, most people have had a
survey attached to their receipts when eating out or staying in a hotel. That information is
captured with a computer software program and presented to the target audience for review. That
team or individual can see in real-time the impact of their service. Thus, the focus of a new
delivery method in higher education enables real-time feedback while presenting little effort to
collect that data for the professor. The little effort on behalf of professors is in response to the
participants feeling "burnout" and feeling they had "a lack of time to implement feedback." The
implementation of an app to capture essential information is programable by the administration
or individual professor. The implementation of an app would perceivably help answer gaps in the
literature presented by researchers (Esarey & Valdes, 2020a; Boud & Soler, 2016; Isaeva et al.,
2021a; Pastore et al., 2019). An example would be that the proposed app would integrate into the
existing institution's website or app and would populate to each student after each class or end of
each week (see Appendix H).
Appendix H highlights the possible question format and direct link application needed to
address concerns and stimulate dialogue between the student and the professor. The questions are
short yes or no replies accompanied by open-ended comment options for the student. The
questions are provided as a template for future use in a new timing theory study.
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Timing Element
The following perceived significant outcome presented by the data is that of a timing
element. That timing element must adhere to other industry standards and leverage real-time data
to be presented to the professor. The phrase real-time is, at this point, undefined but merely a
faster pace of receiving data, as was illustrated by the need expressed by the professors of this
study. The following action would be to have the data promptly after utilizing the new delivery
method to receive student feedback. The new research will hope to find the exact timing,
examining the proposed timing at weekly intervals.
The weekly time element directly addresses professors’ comments stating the "need for
faster access [to student feedback]" or "not having enough time to fix any problems [related to
student feedback]." The professors’ comments are directly related to the current availability of
student feedback in a formal setting like that found in the end-of-term evaluations. The weekly
time element also corresponds to the data collection of informal data given to professors after
each class and the acceptance of those informal meetings validated by those professors. Thus, a
professor would receive an email with percentages of participation, yes or no answers, and
possible comments about the curriculum to adjust future lessons or to make a point to bring up
those concerns at the next class date. For example, the professor could state that they noticed
that,
“60% of the class did not understand last week's lesson. Please look to chapter two, pages
45-60, for more clarification and schedule office hours if needed–the process takes a
supposed range of five minutes to read an email and speak to the class.”
The new timing theory and two perceived outcomes springboard the current research into
a new study to discover possible outcomes. The timing theory could help address new techniques
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commented on but had no additional insight from the current research. The new delivery method
and timing element lay the groundwork for the new timing theory regarding the time restraints of
all parties involved in the process. If the new theory emerges, the software must be developed or
implemented into a classroom setting at an institution as a trial to be completed. However, the
new theory is perceivably sound and builds upon the current research.
Recommendations for Implication Practices
Based on this study, the implication practices section is an examination and
recommendation to remove perceived barriers to researchers, higher education faculty, and
higher education administration. The implication practices are generated last in this research
based on the culmination of work that this research presented. The logical progression to end the
implication was based on the want and desire of the researcher to validate the perceived new
advances in professors receiving feedback and the possible uses of receiving that feedback. The
results of this study warrant the continuation of this research to address the gaps in literature
discovered from the data collections.
The use of three new approaches (summarized four outcomes, stages of feedback
implementation, and a new timing theory), addressed as recommendations, examines the
stakeholders' roles in implementing the recommendations and removes any possible barriers
(Figure 12). The three recommendations are presented in this research and are stopped from
progressing based on the current understanding of the implementation. The removal of barriers to
validating the three recommendations rests on the future and continued work of the three
practices (researchers, higher education faculty, and higher education administration). Finally,
each practice's suggested course of action is discussed and provides examples to aid in the
process stimulated by the recommendations.
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Figure 12

Recommendations for Implication Practices

Summarized Four Outcomes
The summarized four outcomes should and can be investigated by future researchers to
outline and develop the validity of this research's use of those outcomes. The summarized four
outcomes (effort levels, task completion, attention to learning, and attention to self) based on
Kluger and DeNisi's (1996) feedback intervention theory demonstrates the attempt of myself to
take the theory and make the offering plateable to all readers and to adhere to the logical flow of
this study. Therefore, new research using the summarized outcomes or a new summarized
conclusion would aid in the discovery of validation to this research and address the gap in
knowledge regarding professors' use of student feedback.
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The summarized four outcomes bring the element of motivation to higher education
faculty. The last thing faculty want in their lives is more workload found in the professors’
experiences, “the idea of extra work is a worry [when thinking about new student feedback
options],” and “we don’t have enough time to implement anything from student feedback as it is
now.” The four summarized outcomes break down into plain language, the ability to address the
rising levels of feedback, and, pointily, student feedback. Based on the understanding that
regardless of a positive or negative emotional yield (Kluger & DeNisi, 1996), motivation
attached to an outcome is presented. As such, when a faculty member is presented with feedback,
the ability to act on that feedback and discern a task's completion level is paramount.
Thus, when faculty understand and implement the summarized four outcomes, effects on
performance could be linked to the use. The effects are perceivably linked to the professors'
performance measures regarding retention and course completion. The increase in retention
levels within a department would be aligned to the increase in course completion percentages
based on the utilization of the summarized four outcomes. Effort levels, task completion,
attention to learning, and attention to self derive after a decision is made, motivation is attained,
and action is found. Thus, the higher education faculty would all perceivably benefit from the
discovery of new knowledge of outcomes based on the professors receiving student feedback.
The recommendation leads to faulty understanding and utilizing the outcomes to equip
professors better to understand student feedback and use student feedback in the future.
The summarized four outcomes based on Kluger and DeNisi's feedback intervention
theory speak to the administration. The motivation needed to endure feedback is sometimes
overlooked, and based on the professors from this research, "feedback is a thing to mark off the
list." Therefore, understanding the summarized outcomes speaks to understanding the faculty
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that the administration strives to lead and guide. Unlocking the potential understanding that all
faculty perceivably go through when receiving student feedback is the key to unlocking potential
increases in retention, leading to higher graduation rates. Furthermore, the increase in retention
and graduation leverages the increase of alums; henceforth, more revenue streams and a greater
populace affection towards the institution are aligned to those increases.
Stages of Feedback Implementation
The current level of understanding presented by myself is new and valuable to address
the gaps in the literature presented in the literature and found from the data collections based on
the lived experiences of the professors. For example, the stages start with the validation of
student feedback; when the professor receives feedback from students, there transpired an
instantaneous timing element where the professor credits or discredits the feedback. Based on
this judgment to credit the feedback, the next stage is presented as an implication of receiving
feedback. Then, the professor chooses to change a facet of their course, person, or
communication style to aid the student and themselves. If the choice was made to change, the
last stage is presented in the form of personal investment. The personal investment of the
professor shows a level of ownership found in examples of energy or time; thus, a new action
transpires. Therefore, researchers should examine and validate the stages to find them sound or
dispute their relevance as a new perceived theoretical framework.
The stages of feedback implementation go past the research phase for higher education
faculty. Understanding and using student feedback are critical factors in the current education
landscape (Carless & Boud, 2018; Hattie & Timperley, 2007; Henderson et al., 2019a;
Henderson et al., 2019b; Henderson et al., 2019c). The utilization and a new theoretical
framework address the current literature and build a bridge to understanding for use for higher
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education faculty. For example, by understanding the process that the professors from this study
present, faculty can perceive and deduct the value of student feedback and address concerns and
problems to perform faster implementations for their courses and students. The stages of
feedback implementation present to faculty the ability to comprehend receiving feedback and
find a measure of comradery in the action that all faculty are in the same realm of knowledge
when presented with student feedback. Therefore, removing the barrier of implementation is the
armed knowledge of the process of internalizing student feedback and the placement of that
information to be used or discarded.
The stages of feedback implementation for the higher education administration are a
window of understanding and discovery for their faculty. While this research did not examine the
outcomes from the stages of feedback implementation focused on the administration, future
research could unlock the usefulness of such a study. However, the current focus is that of the
professor. Thus, the administration in a leadership role could utilize the understanding and
leverage such knowledge to address concerns in the current format of student feedback and find
new ways to administer student feedback outside of the end-of-term surveys.
New Timing Theory
Researchers could benefit from a new timing theory outlined in the recommendations.
The recommendation of a new timing theory attempts to fill the knowledge gap presented in this
study (Esarey & Valdes, 2020a; Boud & Soler, 2016; Isaeva et al., 2021a; Pastore et al., 2019).
For example, a researcher could study the effects of a new timing theory based on the limitations
presented, a larger sample size of participants is suggested, and a new course of methodology to
validate this research. Also, a researcher should attempt to replicate this study to verify the
results. However, the data called attention to the combined 200 years of teaching experience
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presented by the participants as a solid knowledge offering, which could present a demanding
replication standard. The added levels of participants and possible change to quantitative or mixmethods research would also help remove potential barriers to the recommendation.
The new timing theory speaks directly to higher education faculty as the result of the
defined need to address the current gap in knowledge regarding the timing of receiving student
feedback. Again, the professors from this study, with over 200 years of combined instruction
tenure, stated boldly and profusely that a change is needed to the current system. An offering of
midterm surveys was mentioned, and some professors had seen success; however, the derailer to
the method was ultimately the extra work involved as the administration did not oversee such an
occurrence. Therefore, the barrier to implementing the new timing theory is the need to develop
it for the higher education faculty. Thus, a perceived significant knowledge gap will remain until
the theory is proven and developed to aid the faculty in higher education institutions.
The new timing theory is centered on new research and the possible inclusion of higher
education faculty utilizing a novel idea. However, the merit for the higher education
administration would be validation for starting a new method of collecting student feedback. In
addition, the new timing method would validate and reinforce the critical need to develop new
methods and practices within higher education. Thus, addressing this research professors'
concerns of "just checking a box" and "I don't get feedback in time to help my current students."
The higher education administration may examine this study and see a new way to
implement how their faculty receive student feedback. The research stipulates the need to adjust
the timing of faculty feedback. Also outlined is the need to alter the method of student feedback.
The current end-of-course survey hinders the desire to validate the feedback and calls for new
methods to be discovered. For example, the professors from this study stated the need for faster
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and more aligned student feedback options. “The option to have something to me faster [student
feedback],” and “I get more clarity from informal daily or weekly interactions with my students
than the end-of-term surveys.” This research recommends that higher administration develop and
issue a new format to aid their staff and enable a more comprehensive level of use from
receiving student feedback. An idea would be for the administration to deliver a departmental
midterm survey administered to the students, collected, and given back to the professors before
the end of the term.
The higher education faculty, professors, and instructors may utilize the findings for
practical and effective ways to implement and validate feedback they receive from students.
Thus, the acknowledgment of the understanding that feedback validation is essential to the
stakeholders and is paramount to the actual usage and implementation leads to personal
investment in student feedback. Perhaps, even the implications of reevaluating student feedback
to see if it does resonate with them for their future endeavors increase the level of potential
performance success. Ultimately, the recommendations may motivate professors to seek new
actions of their preconceived decisions based on student feedback.
Conclusion
The purpose of this transcendental phenomenological study was to describe the
experience of using student feedback for professors at higher-education accredited institutions in
the United States of America. The goal was to understand the factors of those professors using
student feedback. Kluger and DeNisi's feedback intervention theory guided this study's
theoretical framework. This research strived to explain the lived experiences of professors using
student feedback. This use or rejection of student feedback was examined through the four main
summarized outcomes from the feedback intervention theory: effort, task completion, attention
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to learning, and attention to self. This study's findings affirmed those outcomes associated with
the feedback intervention theory (Kluger & DeNisi, 1996).
The four major themes of acceptance of feedback, timing, benefit, and emotional yield
were the groundwork for the interpretations of the research. The most significant findings of this
study were the interpretations of the perceived validity of feedback, implications of receiving
feedback, and personal investment. The first interpretation of the perceived validity of feedback
was discovered based on the professors' need to accept the student feedback before any task
would transpire, resulting in the professors' effort to either reduce, continue, or maintain a task.
The validity of the student feedback gave the professor different outcomes to follow based on the
use or non-use of the student feedback. After the perceived validation of feedback, the second
interpretation emerged–the implications of receiving feedback. The interpretation of the
implications of receiving feedback only happened if the professors validated the student
feedback. The implications of receiving feedback were discovered by the change that followed
from the professors after making a choice. The choice of the implications of receiving feedback
happened based on enacting or not making a change. The change was seen in various actions:
course adjustment, soft-skill additions, personal growth, or teaching corroboration. The
professors' investment interpretation was discovered if the professors confirmed the first two
interpretations. The personal investment was the connection between the professor and the
student that leveraged the ownership of the professors to the student feedback. Since the personal
investment of the professors was an individual discovery, their outcomes would change based on
their level of ownership. The level of ownership resulted in different levels of involvement, with
examples of the professors using their time, energy, or creative influence to make a new impact
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on their performance measures. Thus, leading to an action to transpire, creating new performance
measures to emerge.
Ensuing, a possible new timing theory is suggested. The new timing theory presented two
possible outcomes based on the current study: a new delivery method and a timing element. The
new timing theory addresses the concerns of the current professors of this study while possibly
leading to a discovery of information based on the lived experiences of professors in the future.
The new timing theory is the first examination of answering and validating the professors' ideas
about calling for a change in the current format of student feedback and addressing a current gap
in the literature.
The research ends with the recommendations (summarized four outcomes, stages of
feedback implementation, and a new timing theory) imposed on the three practices (researchers,
higher education faculty, and higher education administration) not only to close gaps in the
literature but also, allows for this research to be validated and scrutinized in the academic world.
I hope the recommendations find new outcomes to aid in the higher education realm to allow for
an enhanced understanding of the changes and challenges facing professors in their field. This
research addresses the need to focus on the professors' use of student feedback in the same light
as other industries and to modernize the way educators operate within that realm. All three
practices could help validate the new recommendations found in this study by continued research
and finding new ways to improve their current craft–education.
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APPENDIX B: CONSENT FORM
Title of the Project: A Phenomenological Study Design of Receiving Student Feedback: Professor Shared
Experiences
Principal Investigator:
James Daniel Sigler, Doctoral Candidate
Liberty University

Invitation to be Part of a Research Study
You are invited to participate in a research study. To participate, you must taught/are teaching at an
accredited higher-education institution, have 5 or more years of teaching experience, and have received
student feedback.
Taking part in this research project is voluntary.
Please take time to read this entire form and ask questions before deciding whether to take part in this
research.

What is the study about and why is it being done?
The purpose of this study is to describe the experience of using student feedback for professors at
accredited degree-granting institutions in the United States of America.
What will happen if you take part in this study?
If you consent to participate in this study, you will be asked to do the following things:
1. Complete a feedback reflection, which includes questions about demographic information and
open-ended questions about professors’ experience with feedback. This will take about 30
minutes to complete.
2. Participate in a one-on-one interview, which will be conducted via the videoconferencing
platform Microsoft Teams. The interview will take approximately 45-60 minutes. If you choose
to participate it, will be audio and video recorded by the platform and audio backup recorded for
the use of transcription.
3. Write a letter of advice to a hypothetical new faculty member. This should take about 20-45
minutes.
4. If needed, participants may be contacted for a follow-up interview. If needed, this should take
approximately 15-30 minutes.
5. Verify your data (member checking). After each of the above data collections, you will be asked
to review your responses in order to verify your intended meaning. This should take about 15-30
minutes in total.

How could you or others benefit from this study?
Participants should not expect to receive a direct benefit from taking part in this study.
Benefits to society include providing current and former faculty members the opportunity to
voice their experiences of receiving feedback from students. The finding of this study can also
provide new faculty members with strategies for using student feedback in the future.
Furthermore, the findings can provide administrators with valuable information about these
experiences, which may help to create and implement policies and procedures that can promote
or incentivize student-teacher feedback relationships. These benefits, in turn, may lead to higher
student retention rates in higher education.
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What risks might you experience from being in this study?
The risks involved in this study are minimal, which means they are equal to the risks you would
encounter in everyday life.
How will personal information be protected?
The records of this study will be kept private. Published reports will not include any information
that will make it possible to identify a subject. Research records will be stored securely, and only
the researcher will have access to the records.
•
•
•
•
•

Participant responses will be kept confidential using pseudonyms.
The researcher will conduct the virtual interviews in a room with a door that can be shut
so that conversation will not be overheard.
Letter writing will occur via email, and all files will be stored on a password-locked
computer. Only the researcher will have access to these files.
All audio files will be will be kept in a locked fireproof box, and all digital data will be
kept on a password locked personal computer. After three years, all hard copies of data
will be deleted and all digital records will also be deleted.
Interviews will be recorded and transcribed. Recording will be stored on a password
locked personal computer for three years and then erased. Only the researcher will have
access to these recordings.

Is study participation voluntary?
Participation in this study is voluntary. Your decision whether to participate will not affect your
current or future relations with Liberty University. If you decide to participate, you are free to
not answer any question or withdraw at any time without affecting those relationships.

What should you do if you decide to withdraw from the study?
If you choose to withdraw from the study, please contact the researcher at the email address
included in the next paragraph. Should you choose to withdraw, data collected from you will be
destroyed immediately and will not be included in this study.
Whom do you contact if you have questions or concerns about the study?
The researcher conducting this study is James Sigler. You may ask any questions you have now.
If you have questions later, you are encouraged to contact him at
. You may
also contact the researcher’s faculty sponsor, Dr. Andrea Bruce, at
.
Whom do you contact if you have questions about your rights as a research participant?
If you have any questions or concerns regarding this study and would like to talk to someone
other than the researcher, you are encouraged to contact the Institutional Review Board, 1971
University Blvd., Green Hall Ste. 2845, Lynchburg, VA 24515 or email at irb@liberty.edu.
Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects
research will be conducted in an ethical manner as defined and required by federal regulations.
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The topics covered and viewpoints expressed or alluded to by student and faculty researchers
are those of the researchers and do not necessarily reflect the official policies or positions of
Liberty University.
Your Consent
By signing this document, you are agreeing to be in this study. Make sure you understand what
the study is about before you sign. You will be given a copy of this document for your records.
The researcher will keep a copy with the study records. If you have any questions about the study
after you sign this document, you can contact the study team using the information provided
above.
I have read and understood the above information. I have asked questions and have received
answers. I consent to participate in the study.
The researcher has my permission to audio- and video-record me as part of my participation
in this study.

____________________________________
Printed Subject Name

____________________________________
Signature & Date
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APPENDIX C: FEEDBACK REFLECTION SURVEY
Demographic Questions:
Name:
Gender:
Age:
Race/Ethnicity:
Where do you or where did you teach? Please list all institutions.
What department do you belong to at your institution(s)?
What level classes do you teach or have taught within the last five years? Please circle all that
apply.
100-200

300-400

500-600

700-900

How many classes do you or did you teach in a typical semester?
Do you or did you teach online, face-to-face, or both?
How long have you or did you teach?
Do you have experience in receiving feedback from students?
Feedback Reflection Questions:
Please provide as much or as little detail as you deem essential to answer from your experiences
about the next three questions.
When I receive end of course feedback from students I feel?
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End of course feedback is helpful for my teaching because?
End of course feedback is not helpful for my teaching because?
For the following four questions, please refer to the timeline below, which is intended to
represent a traditional, 16-week course.

16-Week Course Timeline
Week 1

Week 3

Week 5

Week 7

Week 9

Week
11

Week
13

Based on your teaching experience, if you received student feedback at Week 4…

Week
15

End of
Course
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16-Week Course Timeline
Week 1

Week 3

Week 5

Week 7

Week 9

Week
11

Week
13

Week
15

End of
Course

Week 4

What negative effect would you experience?
What positive effect would you experience?
Based on your teaching experience, if you received student feedback at Week 12…

16-Week Course Timeline
Week 1

Week 3

Week 5

Week 7

Week 9

Week
11

Week
13

Week 12

What negative effect would you experience?
What positive effect would you experience?

Week
15

End of
Course
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APPENDIX D: INDIVIDUAL INTERVIEW QUESTIONS
1. Please describe your educational background and career progression. CRQ
2. Please describe how you use feedback in your current role. CRQ
3. Of the experiences you identify about feedback, which would you say were the most
significant?
CRQ
4. Describe your view on receiving feedback from students. CRQ
5. What experiences have shaped the way you perceive receiving feedback from students?
SQ1
6. What made the feedback experiences significant? SQ1
7. When you know it is time to receive feedback from students, how do you feel? SQ2
8. Of the most significant experiences you identified when receiving feedback, when did
you receive it? SQ2
9. What would make the timing of receiving the feedback significant? SQ2
10. To what extent does receiving student feedback influence your current teaching
performance? SQ3
11. What would make receiving feedback from students meaningful to you? SQ3
12. How have your experiences with receiving feedback from students influenced your view
of feedback? SQ3
13. This next question is unique in that it will invite you to look ahead. How do you think
receiving feedback could change or develop over the next several years? SQ3
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14. We have covered much ground in our conversation, and I appreciate the time you have
given to this. One final question… What else do you think would be essential for me to
know about your experiences when receiving student feedback? CRQ
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APPENDIX E: LETTER WRITING PROMPT INSTRUCTIONS

1. The letter is to be written to a new hypothetical faculty member based on your
experiences with receiving feedback from students.
2. The letter should not be written from the standpoint of what you will do in the future.
3. The letter should be from your perspective of past experiences as guidance to a new
faculty member.
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APPENDIX F: RECRUITMENT EMAIL
Dear Recipient:
As a graduate student in the School of Education at Liberty University, I am conducting
qualitative research as part of the requirements for a Ph.D. degree. The purpose of my research is
to understand the experiences of professors receiving feedback from students, and I am writing
to invite eligible participants to join my study.
Participants must be 18 years of age or older and have taught for at least five years at an
accredited higher-education institution where they received feedback from students. Participants,
if willing, will be asked to complete an online survey regarding feedback reflection, an
individual online interview, a letter writing prompt, and member checking after completion.
(Please note it is possible that a follow-up interview may occur if additional clarification is
needed.). In total, it should take approximately three hours to complete the above items. Names
and other identifying information will be requested as part of this study, but the information will
remain confidential.
To participate, please reply to this email with your signed consent document. After I receive your
consent form, I will email you with the survey link and directions.
A consent document is attached to this email. The consent document contains additional
information about my research study. If you choose to participate, you will first need to sign the
consent document and return it to me using email
.
Please let me know if you have any questions, or if you would know of anyone else who could
be interested in participating, and thank you for considering participation in my study.
Sincerely,
James D. Sigler
Ph.D. Candidate
(812) 455-6834
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APPENDIX G: PERCEIVED NEW THEORETICAL FRAMEWORK
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APPENDIX H: STUDENT QUESTION EXAMPLE

Note: These questions are, for example, only. Others or these could be used in future research.
The student would be given an email link or notification on their phone to complete the
survey. The information gathered would be anonymously based on the data to eliminate the
feedback from having an emotional tone. The anonymous presentation of information is to reply
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to the current research professors' comments of "[student feedback] is used to get back at the
instructor" or "maybe they would do [evaluations] if they thought it was anonymous."
The new delivery method presents the student with three questions to mark yes or no, and the
ability to add comments if warranted. The last information on the survey is a direct link to
schedule office hours with the professor. If the link is utilized, the student would add their
information to make an appointment with that professor. No information would be tied to the
survey. Thus, the student would benefit from having more options to solicit questions and
concerns to the professor regardless of having the class in person or online.
The professors could format how often they would receive a summarized survey
feedback report. An example would be a professor who chooses to have a report posted to their
work email once a week. That report would state how many students participated and a
percentage breakdown of the yes or no responses. Therefore, not creating a higher workload for
the professors; leads to the subsequent perceived possible outcome: the timing element.

